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"Issues in J-{onors" 6y 'Ro6ert C. .Jtnge{{. . . . . . . . . . . . . . . . . . . . . . . . . 1
Reprinted from The Superior Student Vol. 3, No.4 (May/June 1960): 18-24.
A 1960's presentation which raises concerns faced now, forty years later: admission, enrichment or acceleration, for
example. Angell poses questions, makes suggestions based on his experience but always puts forth an alternative
point of view for consideration. A thoughtful presentation. For newcomers to honors as well as faculty and directors
in established programs.
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"[TJlie ICSS 1959" 6y Joseyli W. Colien. . . . . . . . . . . . . . . . . . . . . . . . . . . 6
Reprinted from The Superior Student Vol. 2, No.6 (October 1959): 3-5.
From an opening address by one ofthe founders ofICSS (Inter-University Council on the Superior Student, a
precursor ofthe NCHC). Abbreviated here. Cohen shares a check list to answer the question: how to best "meet the
responsibility ofthe college to its superior students" (3). Includes goals, followed by objectives to meet those stated
goals.

3.

"J-{onors in a 'Dislionora6{e .Jtge" 6y Sam Scliuman. . . . . . . . . . . . . . . . . 7
Reprinted from The National Honors Report Vol. XIII, No.4 (Winter 1993): 1-2.
Ideals of honors programs in the context of short-sighted attitudes to education. How honors means stepping out of
what is already known into realleaming. The value of honor. From Schuman's Presidential Address in 1992.

4.

"%oblesse Oblige: 'Does It .Jtyy{y To J-{onors?" 6y 'Ric liard J. Cummings.

9

Reprinted from The National Honors Report Vol. IX, NO.4 (Winter 1988): 24-25.
Cummings argues that elitism should not have a negative connotation. A call for positive elitism, the opposite of
snobbery and an emphasis on the substance of honors, not the show of honors. A reminder for programs to think about
the contribution honors students can make as a way ofre-enforcing (as Cummings says) the professional and personal
education received in honors work.

5.

"J-{onors: (jetting Startecl" 6y Sandra y. 'Etlieridge. . . . . . . . . . . . . . .

.11

Reprinted from The National Honors Report Vol. XIII, No.2 (Summer 1992): 7-12.
Ethridge presents a scheme complete with helpful diagrams for organizing the very beginning of an honors program,
even before it offers its first course. Full of useful advice. Excellent for someone recently appointed or named
"Honors Director." Or a committee charged with considering the possibilities for a program.

6.

"If I J-{ad:My Way" 6y Jolin Peterson. . . . . . . . . . . . . . . ..

. . . . . . . . 18

Reprinted from The National Honors Report Vol. VII, No.2 (Summer 1986): 15-16.
No absolutes. Peterson stresses that honors programs are not alike at all times, nor should they be. Ideas to consider in
fashioning a program within the specific culture existing on a specific campus. Provocative.

7. "['B]ui{d"ing an :Honors Program"

............................ .20

Reprinted from The Superior Student Vol. 1, No.1 (April 1958): 11.
One of the first attempts to identify goals for honors programs. Goals to consider when a program is in its formative stage.
A check-back for existing programs as they have grown and changed. One ofthe documents serving as a source of
NCHC's "Basic Characteristics ofa Fully-Developed Honors Program," also included in this issue.

8. ":Major :features of a :fu{{ :Honors Program". . . . . . . . . .

• • • • • • • 21

Reprinted from The Superior Student Vol. V, No.4 (MarchiApriI1963): 9-11.
A set of goals to reach, not all at one time. Worth reading if only to see the 40+ years of struggling to define the nature of
honors. See "Basic Characteristics" in this issue (and at least once every year) written and approved by the NCHC in
1994.

9. "'Basic Cfiaracteristics of a :fu{{y-'Deve{oyea :Honors Program" from tfie
NC:HC. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 22
Reprinted from The National Honors Report Vol. XIX, No.4 (Winter 1999, Special Edition): 17-18.
Sixteen suggested goals to reach. Colleges and universities have used this document in evaluation of their honors
programs, in requests for additional office space, personnel, honors opportunities, standing within the university structure,
for example. For use in examining short-term as well as long-term goals. [See also Spurrier's article, "Ten Suggestions for
Using Your Institutional Process to Benefit Your Honors Program" and Menis and Case's "Beginning in Honors:
Approaching 'Basic Characteristics' From a Small College Perspective," also in this issue.]
10.

"'Beginning in :Honors: .:Ayyroacfiing ''Basic Cfiaracteristics' :from a
Smarr Co{{ege Persyective" hy 1Jonna :Menis ana 'Rohert P. Case. . . . .24
Reprinted from The National Honors Report Vol. XVIII, No.1 (Spring 1997): 42-44.
Applying "Basic Characteristics of a Fully-Developed Honors Program." Adapting these goals to fit into a small college
culture. Useful in prompting other programs to use "Basic Characteristics" to fit their own campus. Excellent for
evaluation purposes, for a guideline to share with administrators. Fine example for viewing "Basic Characteristics"
as a living document.

11.

":Honors in tfie Ivies" hy 'Davia 'Duva{{ ana Janice :Harris. . . . . . . . . 27
Reprinted from The National Honors Report Vol. X, No.2 (Summer 1989): 18-19.
An interesting view of honors. In small colleges and state universities, honors becomes a stand against the "downhill slide"

(18) in education. Ivies think all their courses are honors. Harris disagrees. She sees honors as cohesive in campuses
growing more heterogeneous, less emphasis on specific missions (teachers' ed, for example). Good discussion of missions
from two perspectives.
12.

"'Ten Suggestions for l1sing your Institutiona{ Process to 'Benefit Your :Honors
Program" fJy 'Boh Syurrier. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 29
Reprinted from The National Honors Report Vol. XIV, No.2 (Summer 1995): 21-25.
Fiveffen-Year accreditation. Be prepared, Spurrier says. Accreditation is the time to join the team studying undergraduate
education to make sure honors is included. Have documentation of honors on your campus, for example. Sensible advice
for demonstrating how the honors program enhances education campus-wide, how it is part of the campus culture.

13. '')yfiy an :Honors Co{{ege" hy Ottavio :M. Casa{e . . . . . . . . . . . . . . . . . .33
Reprinted from The Newsletter for the National Collegiate Honors Council Vol. IV, No.4
(December 1983): 3-4.
Several indisputable reasons for an Honors College: it becomes a partner with other departments in a college or partner
with other colleges ina university. Biggest advantage: clout. A separation of honors from the whim of its one (and maybe
only one) dispenser of funds.

14. "A

'Day in the Life of an :Honors 'Director" 6y :Hucfson 'Reyno{cfs . . . . 35
Reprinted from The Newsletter for the National Collegiate Honors Council Vol. V, No.1
(March 1984): 12-13.
You don't want to know. But you should. Recruiter, interviewer, teacher, working with Admissions on a new brochure,
and that's just the morning. Another twelve-hour day. Busy but fulfilled. You wouldn't have any other job on campus.

15.

"'Diviaea Serves: Part-Time 'Directors" 6y Jay Ward: . . . . . . . . . . . . . 37
Reprinted from The National Honors Report Vol. XII, No.4 (Winter 1992): 25-26.
A good companion-piece to Hudson Reynolds' article preceding. Making the most of limited resources, limited time,
and minimal staff (if any at all). Concerns about how home department views honors work. A positive outlook.

16.

"Ten Things I Wish ]'a Xnown as a New :Honors 'Director" 6y 'Virginia
:M.ccom6s. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .39
Reprinted from The National Honors Report Vol. XVIII, No.4 (Winter 1998): 14-16.
Excellent. Full of sensible advice. A popular article, often used in workshops and shared among campuses.

17.

"If I :Haa It To 'Do A{{ Over Again" 6y Anne Ponaer. . . . .

. . . 42

Reprinted from The National Honors Report Vol. XII, No.3 (Fall 1991): 11-12.
Six rules (or so Ponder calls her "hints" for new directors) to make life easier. Sensible, yet full of surprises, such as
needing to have a chauffeur's license. Ponder says she'd make other mistakes were she to do it again, but not these
mistakes. A good sense of humor everyone will appreciate.

lB.

"Se{ecting ana Training :Honors :facu{ty" 6y :faith (ja6e{nick . . . . . . . 44
PART I: Reprinted from The Newsletter for the National Collegiate Honors Council Vol. III, No.2 (June 1982): 16.
Selection of honors faculty: a three-month process.
PART II: Reprinted from The Newsletter for the National Collegiate Honors Council Vol. III, No.3 (September 1982): 14-15.
Selection of honors faculty: scholars and/or teachers.
PART III: Reprinted from The Newsletter for the National Collegiate Honors Council Vol. IV, No.1 (March 1983): 5.
Honors faculty and/or faculty who teach honors courses.

19.

"The :M.c'Dona{as® :M.entafity" 6y Arno :f. Wittig . . . . . . . . . . . . . . . .

4B

Reprinted from The National Honors Report XIV, No.1 (Spring 1993): 32-34.
Facing the Fast Food generation. Faculty must encourage risk-taking and the pushing away of easy answers. Need for
faculty to understand students' world and then use it to connect with them. Making honors an atmosphere students will
welcome. A response to Bob Rhode's "The Disenchanted Generation" reprinted in Winter 1999's Classic issue.
20. "Letter

:from :freas :M.other" sharea 6y :freaaye 'Davy . . . . . . . . . . . .51
Reprinted from The National Honors Report Vol. XXI, No.3 (Fall 2000): 3.

Directors should share this letter. Faculty should tape a copy where it's handy. A wish list from a mother whose son is just
entering an honors program. ,\ mother's request for her son's education, of course, but more. Honors as a life experience.
21.

"Se{ection of :Honors Stuaents" 6y John L :Ho{{and: . . . . . '. . . . . . . . . 52
Reprinted from The Superior Student Vol. VII, No.2 (MarchiApriI1965): 16-19.
Forget about the 1965 date. Current programs wrestle with selection every day. Emphasis here on tying selection to a specific
program's goals. Selecting students likely to succeed in your program. Tracking qualifications of students accepted/students
rejected. Have concrete evidence of students' achievements relating to college success. A call for accumulating research about
differences between honors/non-honors students. [Such research can be found in several articles by John Roufagalas in The
National Honors Report: "Tracking Potential Honors Students" Vol. XIV No.1 (Spring 1993): 25-31; "Tracking Potential
Honors Students: Some Further Results" Vol. XV No.4 (Winter 1994): 20-27.

22.

":}{onors ana Non-:}{onors Stuaents: :}{ow 'Different Are Tfiey?"
6y 'Ifiomas 'B. :}{arte. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
. . .

55

Reprinted from The National Honors Report Vol. XV, No.2 (Summer 1994): 12-14.
Harte's article begins with the differences in honors/non-honors students, but his conclusions speak more to his
teaching. An expected and not-expected observation of the differences in honors and non-honors. An excellent
observation about these differences in his courses.

IFor other articles dealing with honors/non-honors students,you can look in Forumfor Honors Vol. XVII, Numbers 1-2
(Fall-Winter 1986-1987) for "A Comparative Investigation ofHonors and Non-Honors Students" (17-25) by Jane Stephens
and James A. Eison; "Characteristics ofHonors Students in a Large Southern University" (36-45) by Bill Seay, N. W.
Gottfried, Luis Cordon, and Curt Shafer; and "Are Honors Students Different?" (46-52) by Cathy Randall and Shay
Copeland. Also Forumfor Honors Vol. XVII, No.3 (Spring 1988) for "Elements ofInstructional Excellence" (35-47) by
James Eison and Jane Stephens.}
23. "'.Re-Tfiin~inB Non-:}{onors Courses" 6y 'Ric~ C{ewett . . . . . . . . . . . . .58
Reprinted from The National Honors Report Vol. XV, No.2 (Summer 1994): 15-17.

Thinking and planning for honors courses should carry over into thinking and planning for non-honors course that might
be on auto-pilot (as he says). Education is not just covering material. "Done well" is more important than "Done." Written
by teacher of both honors and non-honors courses, a reminder to him (and others) to re-think non-honors courses without
turning them into honors courses.

24. "On 'BeinB Tlite Witfiout tfie Tlitism: Smarr schoof :}{onors 'Proerams as

Curricufar :Moaefs" 6y Patt :Mc'Dermia. . . . . . . . . . . . . . . . .

. .61

Reprinted from The National Honors Report Vol. XI, No.2 (Summer 1990): 22-23.
Small College Honors brings together divergent courses, provides many honors options. It is not an "academic sanctuary"
for good work.

25. "Tfie

Case for Non-elitist Se{ectivity" 6y '.Rew A. {ioaow . . . . . . . . . . 64
Reprinted from The National Honors Report Vol. X, No.4 (Winter 1990): 8-9.

About elitism versus selection. About justifying the negative impact of elitism, accepting the reality of selectionwhich are not contradictory. About identifying "real honors students" in a way that takes into account students who
might not have succeeded in standardized tests or who carry low high school GPAs .

26. "On

Wfiat 'Basis Se{ectivity" 6y Tar{ 'B. 'Brown, Jr.. . . .

. . . . . . 66

Reprinted from The National Honors Report Vol. XI, No.2 (Summer 1990): 15-16.
A response to Godow's article, above. A long-time honors director, a columnist for the NHR and its former editor
pushes directors and honors councils to examine their admission policies for students and qualifications for faculty.
Honors as risk-taking for students whose standardized test scores and high school GPAs might not qualify them for a
traditional program. Honors as faculty development since an honors program encourages experimentation with
curriculum and teaching methods.

27. "Notes

Towara an Apo{oBia for :}{onors Taucation"
6y 'RoBer J\. :McCain. . . . . . . . . . . . . . . . . . . . . . . . .

. . . . . . . . 69

Reprinted from The National Honors Report Vol. XII, No.3 (Fall 1991): 13-15.
Another discussion of honorIn on-honors: students, faculty, courses and programs. Honors as providing education that
otherwise may not be addressed on campus. Honors building a bridge from education into meaningful life. A good
overview of purpose and the many ways to encourage honors students to work within and enjoy a program committed
to its stated purpose.

28. ".Jlnotlier

'Reason Stwients Von't Take :J{onors Courses: Tlie Imyoster
Plienomenon" by Vavia Sanaers . . . . . . . . . . . . . . . . . . . . . . . . . . . ·73
Reprinted from The National Honors Report Vol. V, No.4 (Winter 1984): 1,4.
Describes students who consider their successes as a happy accident ofluck. Students without a sense of belonging in
honors, thus hiding their self-doubt in many different ways: procrastination, perfectionism blocking their work, or even
conflict. A phenomenon that might explain some difficulties in recruitment or retention.

29. ":J{onors !or

(jrown-l1ys: :J{onors Taucations for Non-Traaitiona{
Stuaents' by 'Betsy (jreen{eaf Yarrison. . . . . . . . . . . . . . . . . . . ..

. .75

Reprinted from The National Honors Report Vol. XVIII, No.2 (Fall 1997): 20-28.
Flexibility. Honors Programs must recognize the changing population of students. Non-traditional students tend to be
active learners and can be good role-models for other students. Problems, however, might include family demands,
jobs, and their need for evening courses. Even low self-esteem. Non-traditional students might not have had the
opportunity to compare their work with other students. Many surprised by invitation to take honors courses.

IF YOU ARE INTERESTED IN THE NATIONAL COLLEGIATE HONORS COUNCIL AND ITS PAST,
YOU CAN READ ABOUT IT IN THE FOLLOWING:

.Jl :J{istory of tlie :J{onors :Movement
Written by honors students under the direction of Bill Mech when he was director ofthe Honors Program, Boise State. Bill also
served as the NCHC's Executive Secretary/Treasurer for nine years. He is currently Dean of the Honors College at Florida Atlantic
University, Jupiter FL.
Standley, Ricky. PART ONE: "Origins of Honors Education." The National Honors Report Vol. XIV, No.3 (Fall
1993): 27-28.
Asbury, Ray. PART TWO: "History ofthe Inter-University Committee on the Superior Student." The National
Honors Report Vol. XIV, No.4 (Winter 1994): 7-8.
O'Brien, M. Sean. PART THREE: "The NCHC Era." The National Honors Report Vol. XV, No.1 (Spring
1994): 25-29.
Batson, Myla L. PART FOUR: "An Honors Philosophy." The National Honors Report Vol. XV, No.2 (Summer
1994): 33-35.
Pelz, Doug. PART FIVE: "An Evolving Transition for Honors and NCHC's Role." The National Honors Report
Vol. XV, No.2 (Winter 1994): 53-54 .

.JlNV ....
Baurecht, William C. "Appearance of a Successor: The National Collegiate Honors Council." The National
Honors Report Vol. XI, NO.3 (Fall 1990): 1-4.

"Honors programs are centers of consciousness where real issues,
real problems, and real dilemmas are puzzles students think about. "
- Bernice Braid (1994)
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Ofi£&New
Honors, 1958. Honors, 2000.
Challenges to Honors, 1958: What is Honors? Its goals? Is it elitist? Selecting its students? Its faculty? What
are a program's major features? Its curriculum? The role of its director? Program or College?
Challenges to Honors, 2000: see all o/the above.
Forty-two years and still struggling. The obvious explanation is that Honors constantly re-evaluates itself to
avoid becoming predictable, ordinary. A reasonable explanation, but too simple.
First, Honors tends to be a solitary enterprise: one director, likely working part-time in a department of one,
with limited access to a wider honors community. Often a director ends up re-inventing the wheel.
Second, although many remain directors for ten or more years, the average term is about three, for many
reasons: term limits; the expectation of research and publication in their own disciplines; concerns about tenure
and promotion while working in Honors; balancing Honors' rewards with 12-hour days not necessarily limited to
Monday though Friday. Programs, then, are led by constantly-new directors. What really is Honors, all over again.
Another explanation addresses the Honors community, not particularly successful in creating a body of
knowledge, in updating research, and in conducting new research, all expected in disciplines across campus. Can
Honors be called a discipline? The Honors community has not always been effective in announcing our knowledge
and sharing it. Absent touchstones, new programs and changing programs start at the beginning: What is Honors
anyway?
The changing make-up of our students is also a factor. Most Honors programs now offer courses to a less
homogeneous body of students. Honors, however, must respond to remain viable; fitting students into an existing
program will be more and more difficult for our increasingly-diverse student population.
The National Honors Report offers here a sample of articles from 1958 to 2000 within the context of our
recent progress in advancing our cause: the reappearance of Forum/or Honors, our peer-reviewed publication; our
joint venture with the Kettering Foundation to produce a booklet for Kettering-sponsored public forums; our
Honors listserv; our guide to NCHC's Honors Programs published by Peterson's; the list of consultants available at
the national office; an ever-growing attendance at our annual conference.
Honors proves to be respectful of its past and proud of its here-and-now.

-Margaret 1Jrown

To join the honors listserv at George Washington University,
email <listserv@hermes.circ.gwu.edu> with the following
command: <sub honors (put your name here».
The listserv will automatically pick up your email address.
To post to the list after subscribing, mail your message to
<honors@hermes.circ.gwu.edu>. If you have problems with
the listserv itself, contact the webmaster at
<uhpmgr@gwu2.circ.gwu.edu>. To remove your name from
the listserv, mail the following command: <unsub honors> to
<listserv@hermes.circ.gwu.edu>.
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J-{on ors "
by Robert C. :Ange{{

Reprinted from The Superior Student Vol. 3 No.4 (May/June 1960): 18-24.
The/allowing is the text a/the opening address delivered at the ICSS Western Invitational Conference in Berkeley,
California, April 10, 1960.

IJ\ A
J YL

y title assumes that the commitment to Honors work has already been made. There is, of
course, the previous issue of whether Honors work should be done at all. There are still those
who think that it is undemocratic to single out the best students for special attention, though
oddly enough they don't seem to think it wrong to impose high standards for college admission. Their
theory seems to be that it is all right to have a carefully chosen intellectual squad, but it is improper to
have a first team. Interestingly, the doubt about the social justice of Honors work seems most frequent
among the Honors students themselves. A dead-level theory of democracy, to me a mistaken theory, is
giving them a guilty conscience.
SHOULD HONORS BEGIN
WITH FRESHMEN?
The first of the five issues I should like to discuss
is given by the question: Who should participate in
Honors work? The answer to this question necessitates answers to three sub-questions, the first of
which is: At what point in the academic career
should an Honors program start? When we adopted
our College Honors Program at Michigan in 1957
we decided to take in students as entering freshmen.
Our experience of the last three years has made me
appreciate the arguments against our policy as well
as those supporting it.
One of the strongest reasons for starting with
freshmen is that you avoid the possibility that your
brightest students will find college work boring.
Actually it was the criticism from superior upperclassmen that the first two years' work at Michigan
was not challenging enough that, more than anything
else, led to the establishment of the College Honors
Program. There was evidence that such students
sometimes turned to enterprises like the Michigan
Daily to find intellectual adventure.
The main counter-argument is that one cannot do
an accurate enough job of selection among entering
freshmen to make the system work well. A good
many are chosen who will not perform up to
expectations, and a good many are passed by who
will excel. It is true that one can make much better
predictions about academic success after the students
have been through a semester or two quarters.
Furthermore, it would be almost impossible in a
large institution to make the selection of a whole
class during the academic year. There is just too

much red tape to getting the marks, deciding who
should be invited to join the program and registering
them in Honors classes. This means that in practice
one would have to wait until the sophomore year.
And even then the selection would not be perfect, for
there are many late bloomers who do not show their
ability until they are halfway through college.
The truth of the matter is that a sifting process
goes on throughout the four years, with some of the
seemingly potential champions falling by the
wayside and a good many originally unpromising
youngsters coming to the fore. The longer the
selection is delayed, the better will be the batting
average in Honors degrees. But, also, the more
frustration, dissatisfaction and lost achievement
there will be among the large number who could
have been selected earlier and would have performed
well until graduation.
An objection that might be raised against early
selection is that having to drop the unsuccessful is
too damaging to their egos. We have seen little
evidence of this at Ann Arbor. The unsuccessful
students realize that they are over their heads and are
very sensible about returning to normal university
status.
Although we have not yet been through four years
of our program and so cannot see the full cycle, I
think we will continue to take entering freshmen.
About one in six fails to make a B average in his
freshman year, and a very few more drop out as
sophomores. But that gives us a large majority of our
original class who are finding that they can take
advantage of the opportunities offered them and can
go on to work for an Honors degree in a department
or field of concentration. A side benefit that
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underclass Honors work produces is satisfaction on the part
of professors. At the end of the
past semester a political scientist
and a mathematician sought me
out to tell me how much they
enjoyed teaching Honors
freshmen, and a philosophy
professor spoke in the same vein
about a sophomore Honors class
In logic.

SHOULD LATE BLOOMERS
BE ADDED ?
I have already implicitly answered the second sub-question
under the first issue, to wit:
whether new students should be
added to the program as they
show the ability to do superior
academic work. I believe that
they should. Any disruption that
is thus caused is more than offset
by the value to the newly chosen
students.
We do not yet know how much
handicapped those who enter the
program as juniors are in
competition with those who have
been Honors students as underclassmen. There is already some
evidence that the latter group
take more easily to upperclass
Honors work. If this proves to be
true, it will simply mean that we
will have to tighten our standards
of admission at the junior level.

HOW ARE HONORS
STUDENTS IDENTIFIED?
The third sub-question is: How
does one identify students of
Honors caliber? In my opinion
one has to rely mainly on
academic averages and test
batteries, weighted about equally.
With entering freshmen I have
come to the conclusion that no
student from a public school, no
matter what his test scores,
should be admitted at entrance
unless he was in the upper five
percent of his class. (This can be

relaxed to ten percent for good,
private schools.) Conversely,
even if the high school record
were perfect, I would not admit
him unless he showed on tests
the equivalent of a College Board
score of 630. The great majority
of freshmen whom we took last
fall averaged above 650 and were
in the upper two percent of their
high school classes.
Our experience suggests that
recommendations of high school
principals are not very helpful,
except negatively. Principals and
counselors naturally speak very
highly of the upper five percent
of a class, and yet this is too large
a group for College Honors.
However, when they do not
recommend highly a seemingly
very good student, be careful. It
often means there are emotional
instabilities present that may
handicap him in college. More
helpful are indications of
intellectual curiosity and creativity that appear in what the
student reveals in his free
answers on the admission blank.
Those who have done field
studies in biology, have built
electronic equipment, have tried
to write novels or epic poems or
who want to study Chinese are
likely to be excellent prospects.
Incidentally, research is going
on at various places, including
Michigan, with a view to
perfecting tests of creativity or
critical thinking. If this research
succeeds, we will have an added
tool for selection, and perhaps an
added criterion for retention.

ENRICHMENT OR
ACCELERATION?
The second issue I would like to
pose is: Whether the emphasis
should be on enrichment or
acceleration? Notice I have said
emphasis, because this is not
really an either/or question.
Although we put the emphasis on

enrichment at Michigan, we cannot
prevent some acceleration. In the
first place, a number of our students
have qualified for credit under the
Advanced Placement Program
through courses taken in high
school. Second, mathematics seems
more suited to acceleration than
enrichment at least so our mathematicians believe. Third, our summer
reading program allows Honors
students to take a course each year
out of residence. And fourth, it is
difficult to discourage many of them
from taking extra courses during the
school year. The upshot is that four
of our first class are graduating in
three years, and many more will
graduate in three and one half years.
This sort of irresistible acceleration
is creating many problems for
institutions that have thought offour
years of college experience as
sacrosanct.
There are those, however, some
of them in my own university, who
think we should not allow acceleration grudgingly but should welcome
it. They argue that some students
know more when they enter college
than others do when they graduate
and conclude that the able ones
should get ahead into graduate or
professional work as soon as
possible. The rejoinder to this of
most members of our Honors
Council is that acceleration leads to
earlier specialization and that this is
not what our country needs from its
brightest students. They point to the
fact that we have rarely produced
students having the breadth and
depth of an Oxford education and
say that Honors work in college
gives us an opportunity to approach
this standard. Hence they want the
courses for Honors students to be
more thorough than regular courses.
Instead of merely learning the
formula, the students should see
how it is derived. Instead of
learning the generalizations in a
textbook in sociology, they should
delve into the monographs that
produced the generalizations.
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Instead of reading three Elizabethan authors in a semester, they
should read five. Some feel they
should have greater mastery of
tools, too. It has been suggested
in our Council, for instance, that
we should require of Honors
students proficiency in two
foreign languages instead of one.
So far as I am concerned, I am
persuaded that for our situation
at Ann Arbor, the emphasis
should be on enrichment. In
technical schools, it may be
better to give priority to acceleration. At least the issue is an
important one that should be
faced by all those considering
Honors programs.
WHAT IS THE RELATION
BETWEENDEPARTMrENTAL
AND GENERAL HONORS
PROGAMrS?
A third issue, and perhaps the
most difficult of all to resolve is:
What should be the relation
between the departments and a
college-wide Honors program.
When only upperclass Honors
work is undertaken, the usual
policy has been to let each
department run its own show,
with only a minimum of
supervision from a college
committee on Honors. Often
there has been no insistence that
all departments offer Honors
degrees, but only those that
wished to. But when underclass
Honors work is undertaken as
well, there has to be a different
policy, iffor no other reason
than that someone has to take
responsibility for the underclass
Honors students, many of whom
will not yet know what their
department of concentration is
going to be.
There seem to be three
possible policies. One is to
transfer responsibility for all
Honors work to a college-wide
body of some kind; the second is

to put the underclass Honors
work under such a body, but to
leave the upperclass Honors
work to departments; and the
third is to put general responsibility in the hands of an Honors
Council, but with much authority
delegated to departments at the
upperclass level.
The advantage of the first
alternative is clear. It is administratively simple, probably
deceptively so. It makes possible
clear policies on curricula and
degrees. The Honors Council
may insist on the curtailment of
excessive specialization and see
to it that those who earn Honors
degrees have true breadth, that
they qualify for what is often
termed General Honors. Perhaps
the most serious defect in this
solution to the problem is that
you cannot get many college
faculties to accept it. The
departmental tradition is too
strong in most of our institutions.
The belief in the importance for
the best students of extensive
knowledge in a single discipline
is so wide-spread that the
departments would rarely
relinquish control. And I am not
arguing that they should. There is
certainly here a real dilemma,
either hom of which has its
disadvantages.
A simple way out, but I am not
sure an effective one, is to split
the authority at the midpoint of
the student's college career,
giving an Honors Council control
over the first two years, and the
departments over the last two.
This can probably be sold to
most faculties, but I think there
are serious drawbacks. For one
thing, there is likely to be a lack
of coordination between the two
halves of the program. If some
departments decide not to offer
Honors degrees, there will be
disappointment among students
who have come up through the
underclass Honors program

when they find no Honors
opportunities in their field of
concentration. But even when
they find they can go on to an
Honors degree, the students who
have experienced the underclass
program may well be unhappy
about the lack of opportunities
for Honors work outside their
fields of concentration. If the
departments are in complete
charge in the last two years they
are unlikely to worry about
giving Honors opportunities to
any but their own concentrating
students.
It is such considerations as
these that make it seem desirable
for an Honors Council and the
departments to share in some
way the responsibility at the
upperclass level. At Colorado
this has been worked out by
having two sorts of degrees,
Departmental Honors and
General Honors, administered
somewhat in dependently, though
a particular student may be a
candidate for both. Even if a
student decides not to take
General Honors, he still has
available to him interdisciplinary
colloquia that give him greater
breadth than a departmental
Honors concentration would give
him in schools having no
General Honors program.
We at Michigan are trying
another scheme, though it is too
soon to say how successful it will
be. Our Honors Council has
general charge of the whole fouryear program, but it has delegated much of the responsibility
for the upperclass program to the
departments. The Council sets
general standards for admission
to candidacy for Honors degrees,
exercises some supervision over
the sorts of opportunities offered
by departments and sets the
general standards for awarding
degrees. Moreover, the Honors
Council is stimulating the
development of Honors opportu-
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nities outside the field of a
student's concentration. These
are of two kinds: departments are
being urged to nominate two or
three courses that are particularly
suitable for able non-concentrates in the hope that these
courses will gradually take on an
Honors character; and a small
number of special interdisciplinary courses at the upperclass
level are being fostered by the
Honors Council. It is our hope
that we can counsel our students
to select these courses in
sufficient numbers to make an
Honors degree represent breadth
throughout the four years as well
as the specialized depth obtained
through Honors concentration.

BUREAUCRACY? HOW CAN
EXCELLENCE BE
CULTIVATED WITHIN A
LARGE SCALE?
My fourth issue is perhaps not
properly so called. It is not
something on which men take
sides. Rather it is a problem. It is
posed by the question: How do
we cultivate excellence in the
midst of large scale bureaucracy?
This is a problem to which I have
no easy answers, and I doubt that
there are any. In institutions of
thousands of students even
Honors work can hardly duplicate the proverbial situation of
the log, the student and Mark
Hopkins.
What are some of the bureaucratic obstacles? One of the
principal ones is that we are
caught in the credit-hour/grade
system. So long as most of our
best students go on to professional and graduate schools, we
cannot hope to break away.
These schools will demand an
accounting from the undergraduate college, and it is unfair to the
student not to provide it. The
possibility that this accounting
might take a more qualitative

fonn seems, at the moment,
remote.
More discouraging, even if we
were not under pressure from
professional and graduate
schools, we would still have to
rely on marks as criteria for
success in our Honors work.
Most of us recognize that not all
A's represent imaginative and
critical scholarship and that many
a student of true originality
perfonns unevenly in tenns of
grades. We would like to replace
grades with criteria more suitable
to our purpose. In small schools
this can be done. All the professors who have had a particular
student can confer and reach a
consensus on his Honors
potential. In large institutions that
is simply impossible, and to do it
through recommendation fonns
would just add to the red tape.
There is hope that tests of
imagination, creativity or critical
thinking will soon come to aid us
in the screening process, but for
the moment we are stuck with
marks.
These obstacles, serious
though they are, do not, however,
prevent the attainment of
excellence in education. A clever
and imaginative faculty can
accomplish wonders even with a
huge, bureaucratic system which
rates students by course credits
and letter grades.
Implicit in all my discussion
has been the belief that for much
of their work Honors students
need to be segregated in separate
classes. It is unfair to overworked faculty members to ask
them to give special attention to
Honors students who are mixed
with other students in regular
classes. Occasionally the teachers
will be willing to do this, but a
whole Honors program cannot be
based on this arrangement. Nor is
it good enough, I think, to have
Honors work merely supplemental to a regular student course

load in the fonn of special
interdisciplinary colloquia
elected as extras. Such colloquia
are fine educational experiences,
but there should be Honors level
work in courses in the usual
disciplines too.
More important than anything
else is good teaching. For the
superior students this does not
often mean listening to lectures,
no matter how learned and
polished. Superior students profit
much more from the interchange
of a well-led discussion, from an
apprentice relationship to a
professor in the laboratory or
from the preparation of papers
which can be discussed in
tutorial conferences. These fonns
of education are more costly, but
when their full potential is
realized they are well worth the
cost.
The interdisciplinary course
seems particularly appropriate
for Honors students. The
argument that such courses give
only a confused smattering to the
learner is simply not true in their
case. They can go deep enough
to see how disciplines are related
to each other in theory and in
practice. And they enjoy contemplating the wider horizons of
thought thus opened up.
Departments and fields of
concentration will want to
organize their work for the
Honors degree in their own
ways. Some will rely heavily on
special pro-seminars, others on
research projects under faculty
supervision, still others on
tutorial work and comprehensive
exam examinations. It seems
doubtful to me that a rigid
pattern should be imposed by an
Honors Council.
A final protection against
deadly bureaucratic influences is
a good counseling system in
which relatively few Honors
students are assigned each
counselor. At this point there
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may have to be some spirit of
self-sacrifice in the faculty, some
willingness to do this job
competently because of its
supreme importance. This spirit
may show itself more often if the
counselors are also members of
the Honors Council where they
can have a policy making role.
Thus they feel that they are an
integral part of the whole Honors
effort.

SHOULD HONORS
STUDENTS HAVE SPECIAL
PRIVILEGES?
The final issue that seems
important to me is whether or not
Honors students should receive
privileges outside the classroom
not accorded other students.
Such privileges run from those
that are academic, like special
places to study, through those
that are administrative, like
permission to register first for
courses, to those that are clearly
non-academic, like exemption
from dormitory rules about hours
and the like.
We have found at Michigan a
. sharp split on this issue both in
the faculty and among Honors
students. (We do not know the
view ofthe non-Honors students.) A majority of the members of our Honors Council feel
that privileges should be limited
to those closely connected with
academic matters. They think an
Honors study room is unobjectionable, and they go along with
special evening meetings at
which members of the faculty
discuss their research. They
might even think it all right for
Honors students to register early
and thus get their pick of the
non-Honors courses they are
going to take (though I am not
sure of this). An Honors lounge
is just within the margin of
acceptability. They see that it
might lead to intellectual

interchange, but they are wary of
creating jealousies in the
remainder of the student body
and of developing intellectual
snobbishness in the Honors
students.
Privileges which are further
from the academic they tend to
reject as extraneous. Thus they
laughed some students down
when they suggested late
permission as something which
would stimulate scholarly
emulation in other students and
they have not been in favor of
separate housing. They argue that
we need to diffuse the influence
of Honors students throughout
the student body, though I
suspect this is a rationalization
and that the real reason is an
unwillingness to risk a split in the
student body.
These seem to be the views of
the majority in the Council, but
there is a minority with another
position. Its members are in favor
of separate housing, because they
believe it would serve to maintain the intellectual atmosphere
of the Honors classes which now
becomes dissipated in the
mediocrity of dormitory and
fraternity and sorority life. They
are less concerned with the
jealousies of the non-Honors
students and are willing to risk
some intellectual snobbery, if as
a result a true intellectual elite
appears.
Much the same split is to be
found among the Honors students
and with much the some reasoning on both sides. Like others of
the five issues, this one will be
viewed differently at different in
situations because of variations
in size of the student body,
campus traditions, faculty
outlook and many other factors.
It is, perhaps, not immediately as
important as the others, but in the
long run to adopt a policy on it
that will be locally most effective
may be crucial for the success of
an Honors program.

These, then, are five of the
central issues that will have to be
faced by those who are moving
into this booby-trapped area. It
has been my purpose only to give
a warning, as German signs that
were posted in Normandy fields
warned their personnel:
Achtung, Minen! Whether there
are actually mines in the field of
Honors work or not, it is well to
be prepared for rude surprises.
In closing these remarks, I
would like to take advantage of
this opportunity to express my
profound admiration for what
Professor Cohen has done as
Director of the Inter-university
Committee on the Superior
Student. He has been tireless in
visiting institutions, resourceful
in his counsel and so filled with
enthusiasm for the Honors idea
that he has inspired others to
follow the torch that he holds
aloft. American higher education
will always be indebted to him
for the job that he has done and
is doing.

Annual meetings of the
NCHC offer
pre-conference
workshops:
Beginning in Honors©
(for newly-appointed
honors administrators);
Developing in Honors
(for more experienced
administrators);
Students in Honors
(for students about nuts
and bolts issues);
Celebration of Honors
Teaching
(for faculty to discuss
innovative approaches to
the teaching/learning
process).
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"[Tlfie Jess 1959"
from Joseph W. Cohen
Reprintedfrom The Superior Student Vol. 2 No.6 (October 1959): 3-5.

GUIDELINES FOR ACTION: "[M]any of these
guidelines.•. are still controversial and subject to
further evaluation. To list them, I believe, can
serve the useful function of providing in a succinct
and consecutive way the fundamental matters that
you are here to discuss, corroborate, challenge, or
amend (4)."

c. Less lecturing and predigesting by the faculty of
content to be covered; approaching selectively
the subject matter to be covered; discouraging
passive note taking; encouraging student
adventure with ideas in open discussion-the
colloquium method with appropriate
modification of this method in science and
professional schools.

1. Identify and select students of higher ability as
early as possible. This involves far closer
cooperation than has hitherto. been the case with
high schools and preparatory schools. The proper
uses of predictive techniques, past records, entrance
tests and interviews, and studies of aptitude,
motivation, and achievement are now being
explored and much experience is being canvassed.

d. Supplementing the above with increased
independent study, research and summer
projects.

2. Start programs for these students immediately upon
admission to the college or university and admit
other superior students into these programs
whenever they are later identified by their teachers.
3. Make such programs continuous and cumulative
through all four years with Honors counseling
especially organized and equally continuous.

e. Continuous counseling, in the light of the
individual student's development, by teaching
personnel, not by full-time non-teaching
counselors.
f.

Giving terminal examinations to test the Honors
results.

g. Selecting faculty qualified to give the best
intellectual leadership to able students and fully
identified with the aims of the program.
h. Reduce regular requirements where possible in
order to give abler students greater freedom of
choice among alternative facets of the Honors
Program.

4. Formulate such programs in terms both of all the
college work for the degree and of the area of
concentration, departmental specialization, preprofessional or professional training.

i.

5. Make the programs varied and flexible by
establishing special courses, ability sections,
Honors seminars, colloquia, and independent study.
Advanced placement and acceleration will serve in
a contributory role.

j. Use good students wherever feasible as
apprentices and research assistants to the best
men on the faculty.

6. Make the HOllors Program increasingly visible
throughout the institution so that it will provide
standards and models of excellence for all students
and faculty, and contribute to the substitution of an
"Honors outlook" for the "grade outlook."
7. Employ methods and materials appropriate to
superior students. Experience has shown that this
involves:
a. Bringing the abler students together in small
groups or classes of from 5-20 students.
b. Using primary sources and original documents
rather than textbooks where possible.

Build in devices of evaluation to test both the
means used and the ends sought by an Honors
Program.

k. Employ Honors students for counseling,
orientation, and other academic advisory
purposes in the general student body.
I.

Establish where possible an Honors center with
Honors library, lounge, reading rooms, and
other appropriate decor.

m. Assure that such programs will be permanent
features of the curriculum and not dependent on
temporary or spasmodic dedication of particular
faculty men or administrators-in other words,
institutionalize such programs, budget them,
and build thereby a tradition of excellence.
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J{onors in a 1Jislionora6{e .Jtge
by Sam Schuman
Reprinted from The National Honors Report Vol. XIII No.4 (Winter 1993): 1-2.

I

t is a prerogative of age to become crotchety,
and one of the few attractions to growing old is
the option of not doing so gracefully. Now past
the half-century mark in my life it is a genuine
pleasure to look out over the world, and find it filled
with deficiencies and irritations unknown in the
salad-and, of course, absolutely mythical-days of my
youth. It is convenient to disregard that that idyllic
time encompassed such disasters as the Second
World War and the Korean War, the Berlin and
Cuban Missile Crises, the nuclear arms race,
legalized racial segregation and more than a few
other less Edenic moments.
My point is that our current era is, no doubt,
dishonorable to about the same extent, and in about
the same ways, as any other period and even those of
us proud to be old coots need to be prudent in our
litany of the ways in which the present has degenerated from the past.
And yet, and yet ... that the current moment is one
without much honor can be argued, from an absolute
if not relative perspective.
Just three examples.
Today, the political process an infantile circus
featuring a clumsy parade of elephantine egos
lumbering about in a circle, each hunk proudly and
mindlessly clasping the tail in front of it. [I wrote
those words last January, and have found little cause
to modify, soften or mitigate them subsequently.]
While lakes and streams are rendered lifeless, and
the mountain tops of my sweet Southern Appalachians look to have been fire-bombed, we argue that
we just possibly mayor may not be behaving in
ways which might in some vague, distant future,
threaten the environment.
And, in spite of some genuinely valiant, even
heroic efforts, American pre-college education
continues to sink into a bog where accreditation is
confused for competence, inadequate babysitting
mistaken for learning and our college departments of
teacher education all too often considered the
dumping ground for uneducable students.
What in the world are we doing in 1992 talking
with each other about honors programs? What can
"honors" mean, here and now? Well, honors can
mean honesty: the unflinching promise to seek and
to tell the truth, a total and Olympian disregard for
whether that truth will be popular or easy or well
regarded or even heard.

Honors can mean courage- the choice to do the
hard thing if that is what must or should be done.
Courage seems a particularly quixotic virtue these
days - how often do we hear it said that a woman or
man is "brave?" Too often courage is reduced to
truisms lifted from the blurb for Star Trek, "to boldly
go ... ", or Man o/La Mancha, "to fight the unbeatable foe." Yet there are some foes out there nearly
unbeatable we do need to fight - cancer and hunger
and bigotry, for example, or sometimes just loneliness and despair. There is never a glut and always a
need for people of courage.
Honors can mean listening: heeding, paying
attention to what others say or mean or are, listening
as an active communicative effort working to move
beyond the prison of individual consciousness to
touch, with compassion and tenderness, the outreaching consciousness of another.
Honors can mean conviction: seeking not just the
truth, but the virtuous, the good. Like courage,
virtue seems an almost embarrassing trait in the '90s.
Is this guy really talking about being "good" - how
quaint, how '60s, how passe, how odd. And yet, as
those of us who remember Hitler and Martin Luther
King, Jr., Josef Stalin and Mahatma Gandhi can
recall, there are bad people and good and the good
are better than the bad.
So what can these abstract, albeit honorable,
characteristics - conviction, courage, compassion,
honesty - have to do with actual classroom, honors
teaching and learning. Well, if "honors" actually has
to do with "honor," everything. The very first
presidential address I heard at an NCHC conference
was delivered by Mike Lunine, at Williamsburg
about two decades ago. It was a passionate and
committed plea to see the connection between what
we do in honors programs, and the Vietnam War,
which Dr. Lunine deplored. He was right. Ifwe are
in the business of seeking what is true, doing what is
hard, caring about others and about the good, then
we did need to heed Vietnam.
Real learning begins with devotion to the truth without honesty, education is a cruel farce: That's
why we are so offended by researchers who fudge
their data.
Real learning takes courage, guts. We often have
to ask questions we'd rather not see answered,
challenge conclusions we'd rather not threaten,
disagree with those who intimidate us, push ourselves way beyond where our nerve fails.
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Real learning takes real and hard listening.
Education which reinforces what we already know
or believe is soporific, not liberal, not liberating.
Teachers teach by listening to students, students
learn by listening to teachers. I am, as a teacher,
almost like an androgynous parent. I am stem,
demanding, rigorous, but I am also supportive,
compassionate, caring. I father my students and I
mother them.
And real learning, as Aristotle knew, is about
virtue. The end of learning is the good life, by which
is meant not a bacchanalia of a Budweiser commercial or the ownership of a BMW but a life of
goodness. At the origins of Western European
culture is the belief that if a person knows what is
good and what is bad, she or he will choose the good
and eschew the evil. Education therefore is about
learning how to discern which is which, not propagandizing for specific choices, but growing in
understanding of how to choose.
So, if honors is real learning, it is really about
honor. It is honest and hard and caring and good. To
the extent to which our work partakes of these
qualities, it should be a source of pride to ourselves
and inspiration to others. To the extent we deviate
from this vision, we should be ashamed. If I were to
leave my Presidency of the National Collegiate
Honors Council with one wish, it would be that we
would be true to our name: that we would be truly a
national council of honors advice.

I have so many friends and have incurred so
many personal debts within this organization that to
try to list them all would manage to be both tedious
and futile. I would go on for much, much longer than
I should and I still would be bound to miss so many
of you who have been so helpful and so dear to me.
Still, to ignore at least some of the most compelling
acknowledgments I should make would be downright unethical. [Here/ollowed several expressions
0/gratitude.}
I need to take a ceremonial presidential farewell
from NCHC and all the people who make it such a
splendid organization, and as is my impulse when
the occasion calls for eloquence, I tum not to my
own feeble faculties but to the magic words of
Shakespeare. Let me say farewell with some of the
words he gave his character, Puck, in the final
moments of A Midsummer Night's Dream - his most
magical comedy:
If we shadows have offended,
Think but this, and all is mended,
That you have but slumb'red here
While these visions did appear.
And this weak and idle theme,
No more yielding but a dream,
Gentles, do not reprehend:
If you pardon, we will mend:
Else the Puck [says Puck] a liar call:
So, good night unto you all.

Interested in joining tlie NCJ-{C?
Contact
Earl B. Brown, Jr.
Executive Secretary/Treasurer
NCHC
Radford University
Box 7017
Radford, VA 24142-7017
Phone: (540) 831-6100
Email: nchc@radford.edu

Applications and other useful information can be found on our website at
www .radford.edu/~nchc
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Nob{esse Ob{ige:
1Joes It 5tyy{y to J-{onors?
by 'Ricfiard J. CumminBs
Reprinted from The National Honors Report Vol. IX No.4 (Winter 1988): 24-25.

T

very time I hear the
expression Noblesse
oblige used in honors
circles, I detect a distinct
uneasiness on the part of nearly
everyone present- the same kind
of disquiet that accompanies
any allusion to elitism. I have
often wondered whether the
discomfort in question arose
from negative associations with
the word, from a lack of
familiarity with its meaning and
traditional usage, or just what.
Be that as it may, I propose
to scrutinize the expression very
closely and to examine its
various connotations, denotations, and ramifications to see
whether or not we authorized
denizens of the world of honors
should have any truck with it.
According to the Comte de
Laborde in the Notice to the
French Historical Society in
1865, the first appearance of the
expression Nobless oblige was
as the seventy-third maxim of
the Duc de Levis as published
in 1808. It is variously translated as "Nobility constrains
us," "Birth compels it," and it
conveys the notion that noble
birth imposes the obligation of
noble actions. It can thus be
regarded as an injunction by
and for members of the aristocracy which serves as a reminder
that, while rank has its privileges, it also has its duties, and
that these entail dealing nobly
and benevolently not only with
one's peers, but also with those
of lesser rank.
On the positive side, the
expression therefore connotes

nobility, benevolence, honor,
and generosity. On the down
side, however, we find overtones of condescension and of
doing the right and decent thing
more out of a sense of duty
imposed by one's social station
and the need to keep up
appearances than out of a
spontaneous desire to do right
by everyone concerned.

"In my experience,
altogether too many
honors graduates end
up taking for granted
the special edge which
their honors
education afforded
them . .. "
Before proceeding further,
we should note that Noblesse
oblige is a fairly recent and
popular formulation of a
concept which has a long,
varied, and distinguished
history. Aeschylus in
Prometheus Bound, 1. 291 (410
B.C.), observes that a "[noble]
relationship compels."
Euripides in Alcmene Frag. 100
(c. 410 B.C.) notes that "the
nobly born must nobly meet
their fate." Seneca in Ad
Lucilium, Epis. xliv. sec. 5 (c.
64 A.D.) asks "Who is of noble
birth?" and answers: "He who is
by nature well-fitted for virtue."
One of the first to separate
nobility of character from the
vagaries of birth was John Lyly

who, in Euphues and His
England, p. 390 (1580), wrote
that "they be most noble who
are commended more for their
perfection than for their
pedigree." Continuing in the
same vein, John Dryden in The
Wife o/Bath 's Tale, I, 384
(1700), wrote: "The nobleman
is he whose noble mind / Is
filled with inborn worth,
unborrowed from his kind.'" In
the eighteenth century, Samuel
Richardson in his middle-class
novel Clarissa, iv, 238 (1748)
gave the concept a new twist by
observing that "the more noble
one is, the more humble."
Tennyson in Lady Clara Vere de
Vere (1842) notes that "tis only
noble to be good." And, finally,
Emerson in English Traits:
Aristocracy (1856) gives the
expression its most positive
interpretation when he writes:
"Noblesse oblige; or, superior
advantages, bind you to larger
generosity. "
And so what does all this
have to do with honors? I would
submit that, whether we like it
or not, it has a great deal to do
with honors, for students who
are accepted into honors
programs are by definition the
cream of the crop, a privileged
"aristocracy of the mind" who,
sooner or later, come to realize
that, to paraphrase St. Luke,
"where much is given, much is
expected," and that Emerson's
Noblesse oblige applies to them
in a very direct way: "superior
advantages" bind all of us to "a
larger generosity."
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Having examined the
background and meaning of
Noblesse oblige, I would now
like to address some of the
implications of the Emersonian
interpretation of the expression,
ranging from the passive to the
active.
First, it seems to me that
students who are the beneficiaries of the kind of educational
enhancements which a good
honors program provides are
acquitting themselves of the
kind of debt implicit in.
Noblesse oblige if they honor
those enhancements by reflecting them in their daily lives. If
the essence of an honors
education is to be found
primarily in the enrichment of
the liberal dimension of the
undergraduate experience, then
a student who has been made
aware of the ethical, intellectual, and social values which
that kind of a liberalization
entails is bound to make a
greater contribution personally
and professionally than a
student who lacks that added
dimension. Let me add that such
a contribution, though a
relatively passive by-product of
a solid honors education, can be
truly valid only if it is not
contaminated by a condescending, elitist attitude, and for some
individuals, that may well
require a conscious effort.
Speaking of elitism, Noblesse oblige in the best sense
does not condone the negative,
discriminating elitism involving
the favoritism of providing
special privileges, but rather a
positive "elitism" of the kind
that emphasizes honors as an
opportunity and a challenge
available to all those who are
both willing and able to pursue
excellence in the course of
obtaining a college education.
Negative elitism always entails
an ignoble kind of snobbery, a

desire to exploit honors
involvement as a badge of
superiority, seeking to reward
self-aggrandizement rather than
self-discovery. Such an attitude
brings in its wake a greater
concern for the trappings of
honors than its true substance,
giving preference to the ulterior
motive of enhancing one's
resume as opposed to deepening
one's education. Positive elitism
is characterized by an awareness that the responsibilities
implicit in an honors education
far outweigh the privileges that
accompany it.
Indeed, it is almost axiomatic that the larger and more
heterogeneous the student
population, the greater the need
for an honors program to ensure
that the more able student does
not lose his or her enthusiasm
early on. The point I would like
to make here is that a relatively
small selective unit such as an
honors program is an ideal
setting in which to try out pilot
ventures which would be
difficult or impossible to
attempt with the general student
population, and which can
nevertheless be adapted in a
way that can benefit that very
population.
A third implication of the
true Noblesse oblige is that
students who have benefitted
materially from an honors
education-I'm thinking
especially of those who fare
better in getting accepted into
the more prestigious graduate
and professional schools-have
thereby incurred an obligation
to the institution and, more
particularly, to the honors
program which stood them in
good stead. In my experience,
altogether too many honors
graduates end up taking for
granted the special edge which
their honors education afforded
them, and they fail to make

honors programs and their
scholarship funds the beneficiaries of their tax-time contributory largesse. If I were to
elaborate any further on this
point (which I consider to be
almost self- evident), I might
run the risk of sounding ever so
slightly materialistic and selfserving.
Finally, and at the risk of
sounding hopelessly idealistic,
my own personal hope is that
some of the most-gifted
students, those who are best
equipped by nature and
disposition to benefit the most
from their honors experience,
might see fit to return the favor
in the most generous and
meaningful way possible by
electing a career in higher
education which would enable
them to teach honors courses in
their tum, and (who knows?)
even become the great and
glorious honors directors of the
future. Such an instance of
going "full circle" strikes me as
one of the most eloquent
expressions of what is meant in
the highest sense by the term
Noblesse oblige!

"Our darkest burden
is perhaps the
realization that the
real essence of what
we do in honors,
when we are doing it
right, is almost never
noticed or understood
by anyone but
ourselves. "
- Ron Holt (1998)
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J-{onors: (jetting Started
by Sandra y. 'Etheridge
Reprinted from The National Honors Report Vol. XIII No.2 (Summer 1992): 7-12.

I

nitiating an honors program for an institution
is a formidable project under the best of
circumstances, but for someone unfamiliar
with honors programs, just deciding where to start
within the somewhat nebulous concept of honors is a
real problem. What sequence of activities, what
time-frame, what program structure, who knows, and
where's help are common first questions.
The following is an outline generated by one small
community college which planned for and established its honors program. The outline is given in a
series of flow charts which are discussed in some
detail. The charts are pictorial representations of
goals which were set, changed, and met as the
program progressed. Chart I deals with program
planning and development from inception to
implementation. Chart II addresses the participant
aspect, including recruitment, course preparation,
and academic recognition. Chart III addresses the
unique course design/sequence for this college

Chart I.
1. First, an initiator, a catalyst, both perceived the
need for such a program and had the energy or
position to see that a formal start was made. At Gulf
Coast, the initiator was the academic dean who
administered faculty-initiative projects and who
asked a faculty member to research the feasibility of
honors.
Although the impact of administrative support
cannot be denied, it was not necessary that administration initiate the concept. It was important,
however, that the initiator be either significantly
supported, both politically and financially or, as in
Gulf Coast's case, appropriately placed to bring such
support to bear. Undertaking the task of developing a
college honors program within a college required
crossing several political paths and committing
essential funds. Without such strong support from an
influential administrator, it is unlikely that the
proposal would have flourished.

2. The project director had to possess the energy
and commitment to see the project through as well as
a proven track record at the institution. (Someone
who knows institutional idiosyncrasies probably

makes fewer Political errors than someone new to
the institution.) The project director at Gulf Coast
was a longtime faculty member, given a 20% load
reduction for overseeing the project. Funds for travel
and supplies were made available from Staff and
Program Development monies.
3A. NCHC, the National Collegiate Honors
Council, provided "Beginning in Honors" training at
its fall conference. This program for representatives
of institutions considering an honors program or just
beginning in honors was invaluable. The information
provided was practical, the discussions were
enabling, and the excitement was contagious. The
new director was relieved to meet others in similar
situations, to view the variety of honors programs
already functioning, and to find such a wonderful
source of consultants. Directors or representatives
from existing honors programs brought a wide
spectrum of information to the national meeting and
shared this information through workshops, literature displays, and forums. (If it is not possible for a
new project director to attend the national meeting,
he/she may realize the same benefits by attending a
regional meeting.) Information concerning regional
contacts as well as the national conference is
available from the National Collegiate Honors
Council, Radford University, Box 7017, Radford, VA
24142-7017,phone(540) 831-6100.
3B. The National Collegiate Honors Council and
the League for Innovation in the Community College
provide several publications of interest to those
developing honors programs. Some of these are as
follows:

Honors in the Two-Year College, a publication
describing program models, support systems, and
faculty, and offering answers to many questions is
available from NCHC at the above address.
Honors Programs in Smaller Colleges, also available from NCHC, specifically addresses the unique
needs and problems of developing, maintaining, and
revamping honors programs in institutions of fewer
than 3000 FTE. It addresses the reality that honors in
small institutions is not a reduced version of honors
in a large university.

12
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Chart I

I. Catalyst is activated

I

I
2. Project director is selected

I

I
I
I

3A. NCHClRegional Conference is
attended

3B. Literature is searched

4. Committee is selected

I

I
Input from
students

Input from
faculty

J

5. Committee begins work

I

Input from
administration

6A. Consultant is met

16B. COLLEGE COMMITS TO HONORS

I

7. Timetable is established

I

8A. Philosophy is written

I

I
I

8B. Objectives are established

WINTER 2001

Honors Programs: Development,
Review and Revitalization is also
available from the above source.
Questions raised in this handbook address important issues
such as student perception,
budget, authority, advising,
consultation, and many others.
Survey ofHonors Program: A
Resource Inventory and Directory, 1984 is available from the
League for Innovation in the
Community College, 23276
South Points Drive, Suite 103,
Laguna Hills, CA 92653.
The Forumfor Honors deals
with a variety of topics including
teaching methods, administration, common problems, and
special topics of interest. It, too,
is available from the NCHC.
The National Honors Report is a
newsletter publication ofNCHC,
dealing with timely topics,
notices, association activities,
and comments. Fostering
Academic Excellence Through
Honors Programs is a 1986
Jossey-Bass, Inc. publication
edited by Paul G. Friedman and
Reva C. Jenkins-Freidman which
covers a broad spectrum of
relevant topics. Advising,
curriculum design, seminars,
independent study, small schools,
and selection of students are a
few examples of the issues
addressed.
Numerous other publications
can help the new director through
the phases of program structuring. Probably the best source of
information, published or not,
was other directors. Forms for
everything, syllabi for all kinds
of courses, handbooks for
students and committees, and
recruitment ideas for students
and faculty are freely shared
among directors and prospective
directors. Again, the state,
regional, and national offices are
invaluable in providing contact
opportunities.
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4. The Honors Committee was
considered to be the professional
foundation, the first foothold the
program had, and the honors
director carefully considered its
makeup. Representation from
various academic disciplines,
student services, and administration brought a breadth of
concerns and ideas to the
committee. Any individual
lacking enthusiasm about honors
or a total commitment to the idea
was not considered for the
committee. Once the committee
members had adapted to the
honors concept, they became
unofficial representatives at
deans council, department
meetings, and other gatherings
where academic and recruiting
activities were discussed.
5. The committee was given
ample opportunity to read
materials gathered by the project
chair and to discuss the unique
needs of the institution. Because
the honors program must fit the
institution, the committee felt it
would be wise to revisit documents pertinent to institutional
direction, for example: the Five
Year Plan and similar projections, the institutional philosophy, student demographics, and
community resources/development. This was a critical period
during which these people
became aware of the reality of
honors within the institution's
resources an divested themselves
of impractical or unreasonable
proposals.
During this period, the
committee gathered information
and ideas from concerned
campus bodies: students, faculty,
and administration. Casual
mentionings of "honors' in
appropriate, informal gatherings
garnered a real feel for the
campus attitude toward such a
program. As the word spread that
honors was being considered, a

groundswell of support became
apparent, but fortunately,
concerned groups did not impose
mandates on the committee.
Freedom to consider, to suppose,
to propose was invaluable,
particularly in this phase.
6A. The first consultant was
chosen with an eye toward the
developmental process rather
than the program. This consultant
was the ideal person to address
the Instructional Affairs Council
concerning the need for and
impact of honors, the resources
required, general recruitment
techniques, and other administrative interests. Actually, this
consultant's primary goal was to
alleviate concerns about the program's potential success.
This consultant had ample time
to meet with the honors committee in general discussion of all
phases of honors. Because she
had been involved in the initiation of several honors programs,
she was very sensitive to the
practical as well as philosophical
concerns. Not only coilld she
prevent commission of major and
costly errors, but she knew little
things like where to find forms,
syllabi, schedules, and the variety
of other items the honors
committees wanted to see.

6B. By this time the honors
committee had studied the
concept, concluded that honors
was appropriate for the institution, and outlined a vague notion
of how honors would fit into the
institutional picture. A vote from
the Instructional Affairs Council
in the form of Commitment to
Honors permitted the concept to
move to~ard reality. Now, the
work began in earnest.
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7. This institution moves at its
own pace in assimilating new
programs. A smooth transition
required that honors development
fit the institution's pace. The
committee toyed with the idea of
a fall start-up, but development
of the timetable made it apparent
that inception to actual start-up
would probably require two
years. As a result, the first year
was spent in making general,
philosophical decisions, the
second in practical decisions. Not
only was the philosophy determined, the requirements established, the courses selected, the
faculty chosen and trained, the
courses designed, the "perks"
determined, and students
recruited, but such mundane
tasks as getting courses into
schedules and into the catalog,
designing and printing forms,
training advisors, and setting up
an appropriate facility were
completed. It would have been
difficult to accomplish some of
these activities within a calendar
year when catalog changes,
course approvals, and
scheduling require a year's lead
time. The committee decided to
take its time.
SA. The philosophy was important for a number of reasons.
Besides being the governing
concept behind honors, it was the
first issue about which the
committee really interacted in a
give-and-take atmosphere as it
tried to structure the program's
basic principles. The frequency
with which the philosophy served
as a basis for decision was
surprising to some, but those who
have worked in honors for a
while are aware of the strength
and direction a well- conceived
philosophical statement gives the
program.

SB. Within the timetable
framework were specific
objectives to complete as the
program moved forward. The
plan included such items as
faculty selection, catalog
changes, brochure mailing,
student advising, course order.
When the events were sequenced in that spring semester, it reinforced the need for a
two year planning period.

Chart II.
lA. Faculty who designed
honors courses and faculty
who teach honors courses are
not necessarily the same
faculty. Those teaching honors
courses participated in the
course design, but expanding
the group involved in course
development helped improve
honors commitment among
campus professionals as those
additional people "bought into
honors" through their participation. Division chairs and/or
division policy selected
individuals or groups to design
courses. In some cases the
Honors Committee made
recommendations, but ultimate
selection was left to the
individual divisions.
Honors faculty selection
involved the honors director,
division chair, and the
institution's academic officer.
Some factors considered were
those evaluation items relating
to a) instructor response to
student questions, b)
instructor's enthusiasm for
subject matter, c) students'
perception of their own
learning, and d) clarity of
course objectives, requirements, and grading procedures
in instructor's courses. The
most popular professors were
not necessarily thought to be
the best honors professors;

thus some objective measures
were incorporated in the
decision.
lB. Honors students are
different. It is this difference
that necessitated training honors
faculty. A second consultant,
director of a successful honors
program, proved highly
effective as a trainer because
this experienced honors
instructor could address real
aspects of teaching honors
students. The concept of honors
as a "different delivery system"
sounded exciting in principle,
but would have been more
difficult to implement without
practical guidelines and
suggestions from an experienced honors instructor. It was
felt that thereafter, in-house
honors instructors could train
new honors faculty
1C. Honors courses were
prepared by individuals or
committees as determined by
the respective divisions. This
procedure seemed to strengthen
the relationship between honors
and the academic divisions.
Faculty were compensated for
course preparation as an
overload. If a committee was
involved, compensation was
divided equally among it's
members.
2A. Recruitment strategies were
developed to coincide with
marketing activities. As the
marketing officer targeted
appropriate students, the
director visited the designated
high school students, maintained a significant level of
correspondence with these
students, and was
constantly available as a
mentor/counselor.
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Chart II

2A. Recruitment
strategies planned

News media alerted

IC. Course
Preparation

High School
students identified

Brochure to
returning students

Packet to achieving
high school students

3B. Honors Director
is seen

3A. Academic advisor
suggests honors

3C. Testing
4A. Perks

III. Fall Honors Classes

gpa<3.5

3D. Student sees
Honors Director

Academic
recognitions

Studies continue

gpa<3.5

4B. Scholarship
1 + - - - - ; availability researched

Student sees
Honors Director
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3A. The institution's academic
advisors met for a brief training
session concerning the general
concept of honors and the way
honors courses fit the students
academic program. The importance of academic advisors to the
success of honors could not be
over-stressed. It was thought that
the academic advisor would be
the key to success or failure for
the program since this advisor is
frequently the first individual
contact the new student has with
the college.
The academic advisor planned
the student's program and
provided a course approval card
required for registration. The
student was sent to the honors
director for application materials.
3B. In this initial visit with the
honors director, the student and
director determined whether
honors would be desirable for
the student, planned an honors
course sequence which best fit
the student's needs, and generally discussed the honors
concept. The student was given a
limited access card required for
admission to honors courses and
was sent to registration.
3C. New honors students are
required to take a battery of tests
including the Learning Styles
Inventory (computerized
perceptual style inventory from
Educational Activities, Inc.) and
E- LASSI (computerized learning
and study strategies inventory
from H & H Enterprises); and
they may be required to take
Please Understand Me (relates
to learning style, careers, time
management, and test-taking),
Coping With Tests (a test anxiety
intervention program), and
others, if deemed necessary. The
testing officer discusses the
results and subsequent recommendations with the student and

sends a copy of the summary to
the honors director

ever, the G.P.A. remains below
the required level, the student is
dropped from the program.
Students who maintain the 3.5
G.P.A. required for admission
and graduation from the
program are commended for
their outstanding performance

3D. The honors director closely
tracks each honors student,
sending out letters of encouragement, arranging conferences
when grades are threatened, and
providing for recognition
opportunities. If the G.P.A.
should drop below the 3.0 mark,
the student is given one semester
to bring the average back to the
level required to remain in the
program. Counseling, tutoring,
testing, and any other assistance
available is provided. If, how-

4A. Students frequently ask,
"Why should I take honors?"
Much of the answer lies in the
traditional small class, individual attention, and different
delivery system which delineate
honors. Added attractive
features are the expanded

Chart ill

1st Semester

Honors Symposium·
Political Science
Chemistry/Zoology

II
2nd Semester

3rd Semester

4th Semester

See Honors Director
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I
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l
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I
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See Honors Director

I
Honors Symposium
Literature

See Honors Director

I
Honors Symposium
Majors Course
W. Civilization I

GRADUATE
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I

See Honors Director
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library privileges both at the
community college and its
closest university neighbor,
recognition at academic functions, membership in Phi Theta
Kappa, opportunity to participate
in the college "Brain Bowl,"
classes in the honors conference
room, tickets to special campus
functions, and appropriate
designations on documents.
4B. Every effort is made to
procure scholarships for students
who wish to continue their
education at the upper division
level. While scholarships within
the honors program itself are no
problem, each honors student
must be assisted in making
scholarship application to
universities: Through state and
regional affiliations, the honors
director is uniquely placed to
help graduating students with
these applications.
4C. Honors Convocation is being
changed to meet the changing
needs of the institution. What
form it will take is not yet
certain, but it is certain that an
honors convocation is necessary
and desirable.
4D. Students who complete the
honors sequence with an overall
3.5 or better G.P.A. are considered graduates of the honors
program and have that designation on their transcripts and
diploma. Students who participate in a portion of the program
or who fail to reach the requisite
overall G.P.A. have honors
courses indicated on their
transcripts, but do not graduate
from the program.
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Chart III.
The committee decided that the
honors program should fit any
college transfer program the
institution offered. To achieve
this end, the committee removed
from honors consideration
virtually all courses which could
be completed through advanced
placement testing, dual enrollment, and CLEP credits from
honors consideration. The
remaining courses in the general
education core were grouped to
provide each participant a broad
spectrum of course requirements
with a variety of delivery
systems.
The honors participant is
expected to take at least one
honors course from each of the
following divisions, except
Division II from which two
courses are chosen:
I. Honors Symposium (1 sem hr)
- This may betaken for more
than one semester if the student
so desires, but one semester is
required.
II. Psychology, Political Science,
or Western Civilization I
III. Understanding Art, Freshman
Chemistry, or Zoology I
V. Literature or Ethics
V. Course in major area
Honors Symposium, Literature
and Ethics are designed to
develop critical and creative
thinking skills. These, as well as
the psychology, political science,
and history courses are taught
through symposium in a physical
setting designed to promote
discussion and debate. The art
course centers around a major

group production, the execution
of which promotes the need for a
study ofform and style, and
hence involves development of
problem-solving skills. Chemistry stresses problem-solving
through a series of lab "Projects"
which are undertaken as individuals and as a group. Zoology
addresses similar skills through
study of systems evolution.
Any course in the major field
may be made honors if the
student contracts with a professor
who will direct special assignments, individual projects, or indepth papers in lieu of some
portion of the regular assignments. A variety of non-general
education courses may be elected
by students with undefined
majors and will function as
contract courses. Thus, students
who complete the honors
program will have completed at
least one course in which
opportunities for one-on-one
work with a professor is involved
through the completion of an
honors contract.
The committee feels that this
program best fits the honors
philosophy and the needs of this
institution. As courses are added
or deleted from the general
education requirements, the
program's built-in flexibility
should allow honors to grow and
change with the institution.
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If I :Hac{ :My Way: An :Honors Program
wourc{ Look Like 'This
by Jolin Peterson
Reprinted from The National Honors Report Vol. VII No.2 (Summer 1986): 15-16.

"" A T hat should the ideal

YV

honors program look
like? What should it
not be? Of what should it be
comprised? Why should it have
certain components and not
others?
There can be no absolute
answers to such questions for all
types of institutions at all points
in time. It would seem, however,
that one should be able to make
some general statements, come
to some broad conclusions which
would provide some answers to
such questions. It would seem
after examining what others have
done over a period oftime, after
thinking about, and reading
about, honors programs for most
of one's career, and after trying
various things, some of which
worked and some of which did
not-that one ought to be able to
design a program suitable for, at
least, one's own circumstances.
Attempting to do such should be
worth the effort expended.
Before discussing what an
honors program would be ifI had
my way, there are, at least, three
prior questions to be considered:
Where are honors programs
found? Why are-they found
where they are? What is the
purpose of an honors programwhy bother with an honors
program,anyway?
An honors program has
nothing to do with awarding
honors to a segment of the
student population. That, of
course, is usually the result of
participation in such programs;
therefore, participation and the
earning of recognition get

inexorably woven into institutional policy and thinking. The
actual purpose of an honors
program, however, is purely and
simply to provide the best
education the institution can
muster for its best students.
That these best students, also,
will win most of the institution's
awards-such awards to be
designated as "honors"-is
completely irrelevant to the real
purpose in attaining this best
possible education. The participation itself, the partaking of the
best education available, constitutes the genuine reward. The
student should accept the
"honors" conferred and take pride
in having attained such, of
course, but the true appreciation
for value received should come
from the recognition of the
quality of the education accorded.
It behooves the institution, then,
to be certain that its honors
program is doing just thatproviding the best possible
education it can.
Honors programs are found
almost exclusively in American
institutions. They are not found in
the traditional universities of
other countries where admission
is closely regulated on the basis
of national exams. There is no
need for highly diverse curricula,
such as honors programs, when
serving a highly capable, homogeneous student population.
As a general rule, honors
programs are not found in the
best private liberal arts colleges.
Such institutions have no need
for them. They are dealing with a
homogeneous, talented, highly

selected student body. The entire
curriculum is the best educational
experience that the liberal arts
college can put out for its
students; an honors program,
therefore, is unnecessary.
Nor are such programs
generally found in the undergraduate colleges of the large,
private, research universities. The
curriculum of these entities is, in
itself, tantamount to an honors
program. And, of course, every
student enrolled takes it. If
honors programs are not found
outside the United States, nor in
the best liberal arts colleges, nor
in the private, research universities, in what types of institutions
are they found?
They are found in the big,
open-admission state universities
of America. They are found here
because the curricula are extremely varied to accommodate
the exceedingly heterogeneous
student body. They are found in
the smaller, regional, openadmission state universities-at
the former teacher's colleges, for
example-where the range of
heterogeneity of the student body
is even greater. An honors
program for those fewer, but just
as capable, students in these
student populations is, without
question, even more essential
than in the big state institutions.
Honors programs are found in
some of the less affluent, private
liberal arts colleges, in those
colleges which have been forced
by financial pressures to open
their doors to a highly heterogeneous student body. They are
found in a few of the community
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colleges which, because of their
very nature, have always
catered to a highly heterogeneous student clientele. It is to
the credit of those few institutions in these latter categories. It
is to their credit because having
developed such programs is a
clear indication that they are
attempting to provide the best
educational experience for their
most capable students while still
catering to the needs of their
widely divergent populations.
Honors programs, then, are
found in those institutions with
highly heterogeneous student
bodies. They are necessary
because of this heterogeneity.
The best of such institutions
provide a diversity of curricula
for a diversity of students. They
provide remediation and similar
help for those students at one
end of the spectrum. They
provide honors programs for
their most capable students at
the other end. They do this
because they wish to provide
the best educational experience
possible for their most capable
students. That is the only reason
for an honors program.
What do honors programs
look like? At one extreme, they
look like the common, precisely-designed curriculum
taken by all students at the best
liberal arts colleges. They are
tight packages designed to
introduce students to the best of
the ideas and experiences, past
and present, of the human
adventure. No options are
permitted in the package.
At the other extreme, they
consist of a smorgasbord, a
supermarket array, of dozensindeed, hundreds, at some of the
biggest universities-of "enrichment" courses. No rhyme nor
reason, no commonality, no
program to the package; just a
huge potpourri of extras from
which the academically talented

student may choose in order to
alleviate the boredom of the
routine curriculum. Of course,
most programs are intermediate
combinations of the variety of
possibilities between these two
extremes.
What would an honors
program look like, if I had my
way? It would look very much
like the former extreme, much
like the curriculum found at the
best liberal arts colleges. It
would be a compact, rigidlydesigned program permitting
few options. The concept of a
common experience for all
students would be basic.
Certainly, there must exist a
package of ideas and human
experiences with which every
truly educated person must be
familiar. Certainly, this is just as
true for a business major or one
in elementary education, or in
engineering, or in agricultural
economics, or in data processing, or in chemistry as it is for
the philosophy or physics
major. An educated person is an
educated person regardless of
what specialized training he or
she may choose for career
purposes. And the only purpose
of an honors program is to
provide this package of ideas
and human experience so as to
make an educated person.
IfI had my way, an honors
program would have three
components to it. Do remember
that honors programs exist
primarily in those institutions
where an immense number of
curricula have been designed to
serve an immensely heterogeneous population. They exist
where general education
offerings and options in such
offerings abound. The honors
program, then, must be designed to reduce these options,
to emphasize an intellectual
commonality, even though,
under such circumstances, non-

educational pressures force the
permitting of some options.
Options should be at a minimum.
The first component would
consist of special sections-or
other special arrangements-of
the "general education" type
course which the rules of the
institution prescribe for all
students. Academically talented
students are bored and wasted
in the routine, required courses.
They need more reading,
writing, and thinking; they need
challenge. There are a number
of mechanisms whereby such
can be provided-special
sections, honors substitutes for
specific requirements, additional work arrangements, etc.
Not only do these special
arrangements provide additional
intellectual challenge for the
academically capable student,
but they do something else of
great benefit which we sometimes overlook: They get bright
students together early in their
career on common ground so
that they buttress, stimulate,
assist, and otherwise fortify
each other in the huge, heterogeneous mess we call the
university.
The second component of
the honors program would be a
some sort of "Great Ideas of
Western Civilization" experience. Primarily reading, it
would include some discussion,
tutorial, research, and writing as
well. There are myriads of
models and materials from
which one can choose, most of
them basically quite similar. It
would be most desirable to
work an aspect of Eastern
Civilization into this component
as well. Such would be done, if
l had my way, but the Western
Civilization aspect would have
to come first.
The third component would
consist of senior experiences of,
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largely, an interdisciplinary
nature. The operational plan
would be for students to come
together in the early years of
their collegial experience in the
activities of the first two
components. They would tend
to concentrate on their various
major directions during the third
year and, then, come back
together in the senior experiences. Hopefully, they have
now sharpened and broadened
their perspectives so that they
have even more to give to each
other.
Senior experiences would
consist of seminars where
broad, basic intellectual topics
would be explored. A minimum
of two faculty members from
two quite different disciplines
would have to be involved in
each seminar. Other senior
experiences would be more
individual for the student.
Honors tutorials, senior
research, and similar such
independent study experiences
under the guidance of, at least,
two faculty persons from, again,
different disciplines. Some sort
of a senior thesis would have to
be the culmination of some
portion of this work. A public
presentation of some type
would have to be included. That
is what an honors program
would look like, if I had my
way. I will have my way-or
very nearly so-at any institution
with a heterogeneous student
population if that institution
cares anything about its more
academically-capable students.
My way is the only way a truly
quality educational experience
can be provided for such
students.

'Bui{(£ing an J{onors Program
from tlie Inter-V.niversity Committee
on tlie Superior Student Conference
Reprinted from The Superior Student Vol. 1 No.1
(April 1958): 11.

1.

Honors programs need to be adjusted to the problems and practicalities of
each campus. There is no fool-proof program that will work everywhere.

2.

Honors programs should develop with the understanding and support ofthe
faculty. They should not be instituted by fiat.

3.

Honors programs should not be separated from the total offering of the
college. They should epitomize the aims of a true liberal arts education.

4.

Honors programs require a structure and adequate budgeting in order to win
a secure, recognized place within the university and in order to be effective.

5.

Honors programs should start as early as possible, preferably in the
freshman year.

6.

Honors programs must involve thoughtful policies for identifying, selecting,
retaining and advising students along with cumulative record keeping.

7.

Honors programs should have a central meeting place like a lounge or
library, they should provide honors students with library stack permits and
other forms of special recognition.

8.

Honors programs function more effectively when the honors counselor has
authority to modify, or substitute requirements in the best interest ofthe
student.

9.

Honors programs should include a built-in evaluation procedure so that
those can be detected and improvements devised.

10. Honors programs should involve liaison with the high schools not only for
recruitment purposes but to encourage the creation of an honors attitude
among the abler high school students.
11. Honors programs should be widely publicized to magnify their impact on the
campus and elsewhere.

'fliis was written in .Jt.pri{ 1958
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"Major :Features of a :Fuff J-{onors
Program "
Reprinted from The Superior Student Vol. V No.4 (MarchiApril 1963): 9-11.

'This was written in :Marchi.:A.pri{ 1963
1. Identify and select students of higher ability as early as
possible. This involves for closer cooperation than has
hitherto been the case with high schools and prepara
tory schools. New experience has accumulated on the
proper uses of predictive techniques, post records,
entrance tests and interviews, as well as in studies of
aptitude, motivation, readiness, and achievement.
2. Start programs for these students immediately upon
admission to the college or university and admit other
superior students into these programs whenever
identified by their teachers.
3. Make such programs continuous and cumulative through
all four years with Honors counseling especially
organized and equally continuous.
4. Formulate such programs so that they will relate
effectively both to all the college work for the degree
and to the area of concentration, departmental
specializtion, pre-professional or professional training.
5. Make the programs varied and flexible by establishing
special courses, ability sections, Honors seminars,
colloquia and independent study. Course credit for these
is important to the students. Advanced placement and
acceleration will serve in a contributory role.
6. Make the Honors program increasingly visible throughout the institution so that it will provide standards and
models of excellence for all students and faculty, and
contribute to the substitution of an "Honors outlook" for
the "grade outlook." For the latter purpose gradelessness
in some Honors offerings is a frequent advantage, i.e., a
pass/fail approach.
7. Employ methods and materials appropriate to superior
students. Experience has shown that this involves:
(a.) Bringing the abler students together in small
groups or classes of from five to twenty students.
(b.) Using primary sources and original documents
rather than textbooks where possible.
(c.) Less lecturing and predigesting by the faculty of
content to be covered; approaching selectively the
subject matter to be covered; discouraging passive
note-taking; encouraging student adventure with
ideas in open discussion-the colloquium method
with appropriate modification of this method in
science and professional schools.
(d.) Supplementing the above with increased independent study, research and summer projects, Honors
study abroad and imaginatively conceived summer
institutes.

(e.) Continuous counseling in the light of the individual
student's development, by teaching personnel
rather than by full-time non-teaching counselors,
but the professional counseling staff should include
specialists in Honors.
(f.) Making a special effort toward differential
counseling as between men and women in the
program in the light ofthe steeper erosion of
talents after graduation among the latter.
(g.) Embodying in the program the required differentia
between the creative and the formally cognitive
approach.
(h.) Giving terminal examinations to test the Honors
results.
8. Select faculty qualified to give the best intellectual
leadership to able students and fully identified with the
aims of the program.
9. Set aside, where possible, such requirements as are
restrictive of a good student's progress, thus increasing
his freedom among the alternative facets of the Honors
and regular curriculum.
10. Build in devices of evaluation to test both the means
used and the ends sought by an Honors program.
11. Establish a committee of Honors students to serve as
liaison with the Honors Committee or Council. Keep
them fully informed on the program and elicit their
cooperation in evaluation and development.
12. Use good students wherever feasible as apprentices in
teaching and as assistants to the best men on the faculty.
It is often possible to achieve this for them even as
freshmen. There is increasing use both of available
research institutes and laboratories in the area for a
semester or a summer. Foundation funds in support of
such undergraduate research and independent study are
increasingly available.
13. Employ Honors students for counseling, orientation, and
other appropriate Honors purposes within the general
student body.
14. Establish, where possible, an Honors center with Honors
library, lounge, reading rooms, and other appropriate
decor.
15. Work towards closer liaison between the undergraduate
Honors program and the Graduate School.
16. Assure that such programs will be permanent features of
the curriculum and not dependent on temporary or
spasmodic dedication of particular faculty men or
administrators in other words, institutionalize such
programs, budget them, and build, thereby, a tradition of
excellence.

The inauguration of a university-wide Honors program need not await foil implementation of all the above features
but should be implemented where feasible and move in the direction of a foil program ..
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'Basic Characteristics of a :Fu[[y-Veve[oyea
J{onors Program
6y tfie NCJ{C TvaCuation Committee (Spring 1996)
Reprinted from The National Honors Report Vol. XIX No.4 (Winter 1999, Special Edition): 17-18.

[Editor's note. This document is the product ofa lengthy process by the Evaluation Committee to describe what
constitutes a successful honors program. The attempts to formulate this document ran into several roadblocks
along the way. According to Dick Cummings, one ofthe chairs ofthe Evaluation Committee, many in the NCHC
thought such a document would be impossible "because the structure, philosophy, and priorities ofhonors
programs varied} so greatly from institution to institution." In 1994, this document was approved; in 1994 it was
revised, and that revision in printed here. A full history ofthis document can be found in the Summer 1994 issue
oftheNHR.
The NCHC considers that this document is presented as support for all honors programs because the NCHC
has no expectation ofaccrediting honors programs by either their curriculum or their graduates. Many NCHC
members have used this document as part oftheir own evaluations oftheir programs and as a way to be allocated additional help, space, operatingfunds, and scholarships from their home institutions.}
No one model of an honors program can be superimposed on all types of institutions. However, there are
characteristics which are common to successful, fully-developed honors programs. Listed below are those
characteristics, although not all characteristics are necessary for an honors program to be considered a successful
and/or fully-developed honors program.

(1.) A fully-developed honors program should be carefully set up to accommodate the special needs and abilities
of the undergraduate students it is designed to serve. This entails identifying the targeted student population by
some clearly articulated set of criteria (e.g., GPA, SAT score, a written essay). A program with open admission
needs to spell out expectations for retention in the program and for satisfactory completion of program requirements.
(2.) The program should have a clear mandate from the institutional administration ideally in the form of a
mission statement clearly stating the objectives and responsibilities of the program and defining its place in both
the administrative and academic structure of the institution. This mandate or mission statement should be such as
to assure the permanence and stability ofthe program by guaranteeing an adequate budget and by avoiding any
tendency to force the program to depend on temporary or spasmodic dedication of particular faculty members or
administrators. In other words, the program should be fully institutionalized so as to build thereby a genuine
tradition of excellence.
(3.) The honors director should report to the chief academic officer of the institution.
(4.) There should be an honors curriculum featuring special courses, seminars, colloquia and independent study
established iIi harmony with the mission statement and in response to the needs of the program.
(5.) The program requirements themselves should include a substantial portion of the participants' undergraduate
work, usually in the vicinity of 20% or 25% of their total course work and certainly no less than 15%. Students
who successfully complete Honors Programs requirements should receive suitable institutional recognition. This
can be accomplished by such measures as an appropriate notation on the student's academic transcript, separate
listing of Honors Graduates in commencement programs, and the granting of an Honors degree.
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(6.) The program should be so formulated that it relates effectively both to all the college work for the degree
(e.g., by satisfying general education requirements) and to the area of concentration, departmental specialization,
pre-professional or professional training.
(7.) The program should be both visible and highly reputed throughout the institution so that it is perceived as
providing standards and models of excellence for students and faculty across the campus.
(8.) Faculty participating in the program should be fully identified with the aims of the program. They should be
carefully selected on the basis of exceptional teaching skills and the ability to provide intellectual leadership to
able students.
(9.) The program should occupy suitable quarters constituting an honors center with such facilities as an honors
library, lounge, reading rooms, personal computers and other appropriate decor.
(10.) The director or other administrative officer charged with administering the program should work in close

collaboration with a committee or council of faculty members representing the colleges and/or departments served
by the program.
(11.) The program should have in place a committee of honors students to serve as liaison with the honors faculty
committee or council who must keep the student group fully informed on the program and elicit their cooperation
in evaluation and development. This student group should enjoy as much autonomy as possible conducting the
business of the committee in representing the needs and concerns of all honors students to the administration, and
it should also be included in governance, serving on the advisory/policy committee as well as constituting the
group that governs the student association.
(12.) There should be provisions for special academic counseling of honors students by uniquely qualified faculty

and/or staff personnel.

.

(13.) The honors program, in distinguishing itself from the rest of the institution, serves as a kind of laboratory
within which faculty can try things they have always wanted to try but for which they could fmd no suitable
outlet. When such efforts are demonstrated to be successful, they may well become institutionalized, thereby
raising the general level of education within the college or university for all students. In this connection, the
honors curriculum should serve as a prototype for educational practices that can work campus-wide in the future.
(14.) The fully-developed honors program must be open to continuous and critical review and be prepared to

change in order to maintain its distinctive position of offering distinguished education to the best students in the
institution.
(15.) A fully-developed program will emphasize the participatory nature of the honors educational process by
adopting such measures as offering opportunities for students to participate in regional and national conferences,
honors semesters, international programs, community service, and other forms of experiential education.
(16.) Fully-developed two-year and four-year honors programs will have articulation agreements by which
honors graduates from two-year colleges are accepted into four-year honors programs when they meet previously
agreed-upon requirements.
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13eginning in J-{onors: .Jtyyroaching
"13asic Characteristics" :From a
Smarr Co{{ege Persyective
by 1Jonna 2vlenis and nobert P. Case
Reprinted from The National Honors Report Vol. XVIII No.1 (Spring 1997): 42-44.

171 t the annual conference, one of the most fundamental sessions for new directors is Beginning in

J-lHonors (BIH). It provides an opportunity for newcomers to discuss issues, concerns and prob-

lems among themselves and with an experienced director. It also enables leaders of the session
to emphasize the most significant issues that new directors and new programs are likely to face. Both of
us remember Beginning in Honors (BIH) as the most valuable session that we attended at our own first
NCHC conference, and we had great role models to emulate: Donna's leaders in 1984 were Sam
Schuman and Anne Ponder, and Bob's leader in 1989 was Ann Raia.

When asked to lead the Beginning in Honors
session for small colleges, our first consideration
was logistical. We had three and a half hours for the
session. Allowing for a 15-minute break and the
likely loss of various minutes along the way left us
with two 90-minute segments. The first segment
would be devoted to presenting those topics we
believed were the most important for new directors;
the second half would be left open for discussion
among the new directors and with us. We quickly
realized that with only 90 minutes to attempt to
convey the essence of honors and honors programs
to new program directors, we needed to be very
organized and structured. Since we were both
familiar with the 16 points listed in "Basic Characteristics of a Fully-Developed Honors Program" [in
this issue], we decided to use it as our organizational
guideline for the first segment session. This would
enable us to give a more objective and standardized
presentation for the key elements of honors, as well
as help restrain us from concentrating solely on our
individual programs. Another factor in our choice
was the widespread publication of "Basic Characteristics" and its general acceptance among the honors
community. Emphasizing the document in the BIH
session would reinforce its relevance and significance as a touchstone for new honors programs.
Our next consideration was also a logistical one.
Including all 16 characteristics meant spending only
a short time on each. That did not seem appropriate
because we felt some were far more important than
others for brand-new directors. So we reconfigured
the 16 basic characteristics to focus on what was
most important for our audience, as well as what was
most relevant for small college honors programs.

We divided the 16 into two categories: primary
characteristics, those which we thought were
indispensable for new directors at small colleges,
and secondary characteristics, those which we
would discuss if time permitted. We also reworded
the six primary characteristics slightly to make them
fit the concerns of small colleges. The number in
parentheses after each characteristic refers to the
corresponding number in the list of "Basic Characteristics"; we also have included the major points of
our discussion of the six primary characteristics.
(1) The first characteristic is that the honors program
must fit the institutional environment (#1).

Donna: "When we established the honors program
at Saint Francis College in 1984, we did so with an
eye toward being democratic. We tried to establish
easy-to-understand admissions criteria. For example, I tied most ofthe honors admissions requirements to already existing scholarship criteria so as
not to confuse the incoming student. Honors admissions criteria typically include a minimum SAT or
ACT score, high school rank and grade point
average, Letters ofrecommendation and perhaps
other criteria deemed important by the specific
institution and program. When designing our
program, I made sure to include what I consider to
be the most important entry on our list ofadmissions
requirements: The director has the discretion to
waive some ofthe criteria. You will need these
discretionary powers. Ifretention is a concern, you
will want to spell out the criteria for good standing
in the program. You also will need to monitor closely
each honors student's compliance with these criteria.
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Will you have probation status for those students
who do not meet the criteria in a given semester?
How long may they remain on probationary status
before you dismiss them from the program? Make
sure these jine points are ironed out before you begin
accepting students into the program. "
(2) The second characteristic is that the honors
director should develop an honors mission statement
that follows from the mission statement of the
institution (#2).
In order to maintain a distinct institutional
identity, all academic programs within the institution
must adhere to the mission statement and any other
documents central to the institution. Therefore, the
mandate for your honors program should connect
you to these seminal documents. No one else's
honors program will fit your college. Keep in mind
that which makes your institution distinct and try to
relate honors requirements and activities to that
distinctiveness.

Donna: "Probably the smartest thing we did during
the design process was to send our proposal to
several directors of well-known honors programs
around the country. We noted their comments,
discussed them in the planning committee, and made
necessary modification to the proposal. Then, when
we sent our founding document to the appropriate
bodies (Curriculum Committee, Faculty Senate,
Board of Trustees) for approval, we made sure we
told them that it had been reviewed by experts in the
jield. The document sailed through the approval
process.
(3) The third characteristic is that the honors
curriculum should evolve from the mission statements of both the college and the program (#4).

Donna: "We focused on our college's mission
statement (i.e., love of lifelong learning/helping the
community/education in the Franciscan tradition)
when establishing our program. We have, for
example, a one-credit "Semester OfService"
requirement in the honors curriculum. The requirement has a clear connection to the institution's
mission statement and philosophy ofeducation.
"Look carefolly at the kind of students most likely
to be involved in your honors program, and determine what they need. You might conclude, for
instance, that your honors students should be given
more responsibility-perhaps for selecting their own
course ofstudy or for designing honors courses. To

demonstrate how something like this works in
practice, 1 can tell you that our honors students
select colloquia topics and even colloquia instructors. This involves them directly in the curriculum,
and they feel greater ownership of it. "
(4) The fourth characteristic is that the honors
director should report directly to the chief academic
officer, should have a separate budget for the honors
program and should advise all honors students (#2,
#3, & #12). If you intend for your honors academic
program to be construed as important to the institution, the director needs to report directly to the chief
academic officer. This is a necessity if your program
is fundamentally a college honors program which
cuts across various majors, departments or divisions.

Bob: "When our program was created in 1989, 1
made certain that 1 would report directly to our VicePresidentfor Academic Affairs. It made the creation
ofa separate honors budget easier, and it meant that
honors would not be subject to departmental or
divisional whims. Although there are many schema
for honors budgets, including hiddenfunds within
several offices, in the long run the honors program
needs to be recognized as an important academic
asset and so funded. The tendency ofhonors
programs at some small colleges to be treated with
specialjinancial arrangements, while workable,
does not help guarantee the permanent status or
recognition that the program deserves. Not only
should the director report to the chief academic
officer and help establish a separate budget for the
program, but also should be directly involved in the
advising process for all honors students. "
Donna: "Every program handles advising differently. How you handle it is not the issue- as long as
you do deal with it. Some colleges have special
honors advisors who stay with students throughout
their undergraduate careers. Others use honors
personnel as 'second' advisors (second to departmental advisors) to all honors program students. Do
not subscribe to the silly notion that such bright
students really don't need much advising. They need
more than the average student because they have far
more academic options available to them. "
(5) The fifth characteristic is that honors should
serve as a laboratory for curriculum and methodological experimentation with the understanding
that, if such an honors initiative is successful or
effective, it may be adopted by the institution for all
students (#13).
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Bob: "When our institution initiated a Freshman
Seminar requirement, we incorporated an honors
section. The content in the honors section was based
on the belief that students should develop both as
individuals and as learners, and the readings and
activities sought to carry out that objective. The
other sections ofthe seminar created a more
traditional study skills curriculum. Within three
.years, because ofrising dissatisfaction among the
non-honors sections, the honors curriculum was
adopted by the college for every seminar section.
"Unfortunately, the committee that decided to
adopt the honors curriculum also decided to adopt a
main-streaming approach to the Freshman Seminar,
thereby eliminating the honors section. They did not
want to hear that the curriculum they had just
adopted was not the best ofall possible curriculum,
that the honors section was necessary in order to
continue experimenting with new ideas and teaching
methodologies, and that this decision removed the
honors director as afreshman advisor to the honors
students (each section leader became the advisor to
those students). After another three years, however,
with growing evidence that the curriculum needed
revision and that the honors program had been
weakened with the loss offreshman advising by the
director, the honors section was reinstated"
(6) The sixth characteristic is that the honors
program should serve as a model of excellence in
education, and become a community of scholars
within the institution (#7 & #15).
The honors program should offer your institution's
best education; it should be a model for teaching,
methodology, and curricular design for the rest of the
college. Honors programs also should take the lead
in special educational opportunities as service
learning, study abroad, and conference attendance.
Donna: "I attended an NCHC conference as an
undergraduate, so I know the impact such conference attendance can have on a student's college
career. It is very important to let students from small
colleges learn that they can compete well with others
even though they don't go to a multi-university.
"Many honors programs include study abroad as
an option within their curricula. NCHC Honors
Semesters offers another curricular possibility for
students from any program, regardless ofsize. A
director must be willing to go the extra mile to
support such endeavors. Sometimes that means
acting as a negotiator with the powers-that-be to
make sure that institutional scholarships may be

applied to foreign study or that the honors budget
includes adequate fundingfor students to participate
in national and/or regional honors conferences. "
As our BIH session came to an end, we were able
to spend a few minutes on two secondary characteristics important for new directors once their program
was underway. The first one was the need to think
about the kind of data to collect in order to be able to
evaluate the success or progress of the honors
program (#14). New programs are probably not
under scrutiny for the first year or two, but we
reminded new directors that they will soon need to
begin providing information to internal offices like
admissions, division chairs, deans, vice presidents,
and presidents; as well as external sources like
funding and accrediting agencies and the NCHC. By
the fifth year, they will also want to begin maintaining contact with their honors graduates.
The other secondary characteristic we mentioned
was the need to develop an honors committee or
council (#10). Such a group is a valuable sounding
board to assist the director in oversight activities
such as the direction, development and assessment
of the honors program.
The use of the reformatted "Basic Characteristics" in BIH resulted in an initial 90-minute segment
that, according to the participants, proved to be very
valuable. We also felt that using this outline,
especially with the time constraint, enabled us to
provide essential information to new directors at
small colleges in an orderly fashion.

Dear Contributors:
Deadlines for material are July 10,
November 10, February 10, and May 10.
Please send disks, IBM compatible
(no MAC-formatted disks), with a minimum
offormat codes, ifpossible. "Indent First
Line" on one file messed up a text file
(with 18 articles) going to layout.
Sending hard copy with your disk is always
a good idea. You can send via email to
mcbrown@radfordedu, but send hard copy
as well, just in case.

Thanks!

The Editor
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.J-{onors in tfie Ivies
by 'David 'Duva{{ and Janice :}{arris
Reprinted from The National Honors Report Vol. X No.2 (Summer 1989): 18-19.

DA VE DUVALL: "At a recent
NCHC Conference, I asked one
of our newly elected administrators what his goals were for
his stewardship. He stated that
he intended to work on seeing
more of the elite colleges and
universities in the U.S. develop
honors programs and sign on
with NCHC.
"This seemed like a worthy
goal, but it prompted me to ask
why so few of these schools in
fact had honors programs. I
wondered, 'Who wouldn't want
academic programs based on
question-or- thinking-based
learning, real discussion and
analysis in the classroom, as
well as demanding out-of-class
assignments? What instructor
wouldn't like a classroom full
of active thinkers, allowing the
instructor to function more as a
guide than as a traditional
lecturer?'
"I then asked for him why so
few elite schools don't, indeed,
have these kinds of programs.
He replied that most of these
schools like to think that
virtually all of their undergraduate courses were effectively
honors courses. Hence, perceived curricular quality acrossthe-board meant that there was
no need for honors programs in
these schools.
"Whether or not those
guiding our most elite colleges
and universities are right in this
view (and one would need the
data and statistical analyses to
decide), this exchange
prompted other concerns on my
part. First, why do the rest of us
(i.e., those teaching in state
schools and any number of

smaller private schools) need
honors programs? Second, does
at least one possible answer to
this question suggest decay in
our nation's higher education
core?
"The answer to the first
question may be that we need
honors programs because most
college and university curricula
are no longer able to challenge
the brightest and most active
learners. Rather, by and large,
we now seem to be offering
watered-down, unchallenging,
passive-mode instruction, often
to large numbers of students
gathered together in huge and
impersonal lecture halls. It is as
though we have lost our way
and are no longer able to offer a
real college education to the
vast majority of our students.
"But if true, why is this the
case? I suspect that we have
lost our focus and resolve, both
at state and federal levels, to
support higher education the
way it must be supported if the
effort is to be successful. One
has to wonder if a major
problem is not the lack of
necessary funding. And, in
tum, one asks if the cause for
the crippling shortage of funds
is based on the failure of our
society, as well as its elected
representatives, to perceive the
downhill slide in the health and
vigor of higher education in this
nation and in the vast majority
of its states. This slide is a
national disgrace and tragedy;
the outlook is grim. The failure
to perceive the real needs of
higher education will weaken
the fabric of the common mind
of our young people and

potentially destroy this nation's
ability to compete in the world
economy.
"So please, do support your
local honors program; it may be
the only remaining vestige of
the once strong, focused, and
vital higher education effort in
our nation and so many of its
individual states. But do know
as well that your local honors
program may be tangible
evidence of a failure of mission
in the larger college or university where your program finds
its home."
JANICE HARRIS: "As I read
your comments, Dave, you
suggest the following. Prestigious colleges and universities
may not need honors programs
given the across-the-board
quality of their undergraduate
curricula. By contrast, the
majority of this nation's state
universities and colleges do
need honors programs, partly
because the quality of their
undergraduate curricula has
sadly declined. Poor funding,
caused by a failure of vision and
commitment, has yielded the
nation a weakened, watereddown, passive undergraduate
education. In these institutions,
honors programs may be the
last holdouts for small classes
and active, rigorous learning.
"There are several issues
here, but let me focus on one. If
you are right, the average
honors program-whether
consciously designed this way
or not-is a contained, affordable, institutional corrective to a
progressive loss of quality in
undergraduate education. If
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quality, across-the-board, could
be improved, honors programs
would have one less reason for
being (as presumably they have
less reason for being at the
'best' colleges and universities
in the nation). For the sake of
argument, I will come at this
issue from a different angle.
"Let me begin with what
may be a side issue: I am not
convinced that the majority of
the nation's colleges and
universities have gone downhill
in their undergraduate programs. For example, I am not
persuaded that a student
attending a small, local Teachers' College in the late 1900's,
or one of the large state universities in the 1920' s necessarily
received a better education than
he or she is currently getting in
a small liberal arts school or
massive state university today.
"I think we are too apt to be
nostalgic on this issue. Nevertheless, I am convinced that we
are currently doing a poorer job
than are other nations; and I am
equally convinced that we could
be doing much better. Whether
it is a problem of funding or
something more complex, I do
not know. In any case, seeing
honors programs as holdouts for
quality in a declining educational environment doesn't
quite work for me. For me, the
nature and function of honors
programs have a different cast.
"I see state colleges and
universities as having a more
heterogeneous population than
they have had in the past. The
new heterogeneity is based on
more students-with varying
backgrounds and goalsattending and the existence of
fewer institutions with distinct
missions (i.e., fewer teachers'
colleges and polytechnics, more
all-purpose campuses). More
than in the past, the nation's
student body is attempting to

move through roughly the same
core "University Studies
Program." As the population on
our campuses more closely
resembles the population of the
whole country (with major
lapses, I realize), it should not
surprise us that many students
at our universities and colleges
are pragmatically inclined,
suspicious of intellectual
activity. Though I have no data
to support this notion, common
sense tells me that intellectuals
are a rare breed of cat in any
population (nor do I see
anything very wrong with that).
So then, how do honors
programs serve this increasingly
heterogeneous, not necessarily
intellectual, population?
"Honors programs allow
students to declare themselves
to be a certain kind of student, a
certain kind of leamer, and then
to congregate to an extent with
like- minded peers. (My
assumption here is that most
honors programs are not
vocationally nor professionally
oriented. I am assuming that
they primarily offer enhanced
learning opportunities in
general, liberal arts areas.) I
imagine a prospective honors
student saying to him or herself,
'I am curious about broad,
intellectual issues, regardless of
their direct applicability to my
career. I love to read, to argue,
to explore intellectual problems
for their own sake. Is there
anybody else on this sprawling
campus who feels the same?'
To that query, the local honors
program answers, 'Yes. Come
join us. The reading is great,
the talk stimulating.' As I
conceptualize honors programs,
the intellectual stimulation from
interested peers is almost a
defming characteristic.
"If my angle on this question
is at all persuasive, then honors
programs do indeed fulfill a

genuine need on the bulk of the
nation's campuses, but less in
response to a decline in the
general level of education and
more in response to the
heterogeneity of the campus
population. Further, I would say
in closing, that even a prestigious college, whose students
were notably career-oriented,
might do well to hang out a
shingle, somewhere on campus,
with the following invitation:
'Join us. We read, we talk, to
the best of our ability we think
out loud in an interested
fashion. Your Local Honors
Program. '"

Honors Semesters
Honors Semesters are offered
regularly to allow students from
throughout the U.S. to gather
for learning experiences away
from their own campus.
NCHC Semesters offer a full
load of transferable college
credit. They combine field
studies, research, internships,
seminars, and a
carefully-planned
living/learning
environment that takes
advantage of the locale.
Honors Semesters have
been offered in
Washington, D.e.,
the Grand Canyon,
the Texas-Mexico Borderlands,
Appalachia,
the Maine coast,
the Iowa heartland,
Puerto Rico, Morocco,
the United Nations, and
Czechoslovakia.
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'Ten Suggestions for 1Lsing your
Institutiona{ :Accreditation 'Process to
'Benefit your J-{onors 'Program
by r.Bob Syurrier
Reprinted from The National Honors Report Vol. XIV No.2 (Summer 1995): 21-25.

~

he decennial ins~itutional accreditation process provides an opportunity for honors programs to
demonstrate their strengths, honestly address their weaknesses, generate institutional support,
and gain outside validation of their accomplishments and goals. This article suggests ten points
for consideration when your institution begins its self-study for renewal of its accreditation by one of the
regional accrediting agencies. It is written from the perspective of an honors director, but it is applicable
as well for faculty and other honors administrators who wish to use the accreditation process for the
benefit of their honors programs. Accreditation reviews are a certainty of academic life - and now is the
time to begin making the necessary preparations even if your next institutional accreditation is some
years away.

'1,

(1.) Become a Member of the Self-Study Group.
The process by which institutions prepare for their
institutional accreditation reviews naturally differs
from place to place, but all institutions are required
to prepare a self-study document for the reviewing
team from the regional accrediting agency. In some
way, your institution's self-study will have to
address the academic programs of your institution.
At my institution, there is ,a task force on undergraduate academic programs (including the honors
program) to prepare a portion of our institutional
self-study document. As honors director, my first
step toward making use of the accreditation process
for the benefit of our program was agreeing to
become a member of this task force.
Your being a member of the self-study task force,
committee, study group, etc. (the term "self-study
group" is used hereafter) concerned with undergraduate academic programs is extremely important.
It allows you ongoing inside access to the process by
which your institution reviews its performance, it
gives you the opportunity to bring attention to your
honors program, and it allows you to defend your
program against those who might wish to use the
self-study to undercut honors in order to advance
some other agenda. Although I happen to be a
political scientist, you don't need expertise in my
discipline to grasp the advantages gained by being
an "insider" in this process.

(2.) Get a Faculty Ally Selected for the Self-Study
Group.
Whether or not you hold faculty rank in addition to
your administrative position in your honors program,
it is important to have at least one faculty member
who is fully committed to the honors program as
another member of the self-study group. If you don't
happen to hold faculty rank, this helps insulate you
(and your program) from the assertion that you are
just an administrator trying merely to protect or
expand your administrative empire at the expense of
faculty interests. Even if you are a member of the
faculty, having an ally within the self-study group is
advantageous for several reasons. In discussions,
having at least two voices in support of the honors
program has obvious value. With at least two honors
advocates in the group, you normally can be assured
that one of you can be present at all group meetings.
A faculty member without administrative responsibilities also may be able to provide a different, but
supportive, perspective on the needs and value of
your honors program.
Depending upon the size of your self-study group,
it may be possible to encourage the selection of other
faculty members and administrators who support
your honors program. Still, the bottom line of this
suggestion is that you do your best to be certain that
you are not the only honors advocate within the
academic programs self-study group.
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(3.) Document Your Program's Success to the Nth
Degree.
It is to your advantage to develop extensive documentation of the successes of your program to be
included as part of the information to be expanded
by the accreditation review team. The honors
program office probably has more and better data
than anywhere else on campus to support the portion
of your institutional self-study document which
deals with your program, and your task is to put
these data into the most useful form.
At least a good summary of the strong points of
your honors program should be included in the
actual self-study report document for your institution. This document will be studied closely by the
accreditation review team, and you want to get their
attention early Still, because of the extensive scope
of material which must be contained in the self-study
narrative, you will not be able to use the section
about your honors program to present all of your
data.
Other places for your documentation are the
appendices to the self-study document and the
official exhibits which will be made available to the
accreditation team when it visits your campus.
Appendices provide a good place for charts and
tables to convey quantitative data about your
program. The official exhibits (which frequently fill
several file cabinets) can include a wealth of
material about your program. Be certain to include
references in the narrative port;ion of the self-study
document to draw attention to the material about
your honors program in the appendices and official
exhibits.
If you are not already in the practice of doing so, it
is an extremely good idea to begin issuing annual
reports about your honors program. These reports
should include both narrative sections and quantitative data, and they should be distributed to everyone
at your institution who is in a position to make
decisions which could affect your program. Make
these reports as detailed as possible, and don't forget
accomplishmeats of individuals (students and
faculty) in your development of data. For example,
we include the name of every student who has
earned our General Honors Award, departmental or
College Honors Award, or Bachelor's Degree with
Honors in appendices to our annual report. This is
just one small way to remind those who receive the
report that honors is really about opportunities for
and accomplishments of individual outstanding
students.
Having a series of annual reports on file in the
honors program office is of great value in preparing
data for an institutional self-study under any

circumstances. It can become absolutely crucial if
your institution's model involves rotation of various
individuals in short terms as honors administrator.
(This article does not address the pros and cons of
long terms of service for honors directors, but most
would agree that frequent rotation often is accompanied by a loss of institutional memory in the person
of the director.) Systematically compiling data about
your honors program on an annual basis is by far to
be preferred to a mad scramble to reconstruct your
program's record for the past decade under the gun
of a rapidly-approaching deadline for the draft of
your institution's self-study document.

(4.) Don't Be Afraid to Point Out Weaknesses in
Your Program.
The self-study document should be used to draw
attention to the successes of your honors program,
but you should not be afraid to point out areas
which are in need of improvement. Most outside
reviewers can be expected to be a bit skeptical of a
report that a campus unit is perfect and without
need for improvement. Your honors program is not
exempt from this honest skepticism. The trick is to
admit candidly those areas in which you believe
there is need for improvement - and then have the
self-study document reflect an institutional commitment to remedy these weaknesses in the decade
before the next accreditation review. This approach
has the dual benefit of presenting an honest (and
credible) overall statement while getting your
administration on record in support of making the
necessary adjustments in the next few years. This
approach does not assure immediate changes, but it
will guarantee that the attention of the review team
which scrutinizes your campus a decade hence will
be drawn to the promised efforts to strengthen your
program.

(5.) Show How the Honors Program Fits the
Institutional Mission.
Almost all honors directors come to understand that
their programs must be created and nurtured with
due respect to their college or university's overall
structure and mission. Directors who seek to remake
the entire institution to fit their image of honors can
be predicted to have an unhappy (and often brief)
experience in the honors office. In the accreditation
process, it is important that you show how honors
fits into your institutions's mission and how honors
helps your institution accomplish that mission.
"Honors" can mean different things at different
institutions, as is clearly recognized in the preamble
to the "Basic Characteristics of a Fully-Developed
Honors Program" developed by the NCHC Honors
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Evaluation Committee, chaired by Dick Cummings
and approved by the NCHC Executive Committee
on March 4, 1994. (See the 1994 Summer issue of
The National Honors Report, pp. 27-31, for a
discussion of these characteristics and a discussion
of their origin.) Expectations for initial recruitment
into your program, research experiences for honors
students, and many other program facets necessarily
differ among community colleges, large comprehensive research universities, and small four-year
colleges. Your task is to use the self-study report to
demonstrate how your program fits into the larger
mission of your college or university.
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advising system.) In our institutional self-study
process, however, the portion of the report on
academic advising services is the province of a
separate task force on student services. We certainly
will draw attention to our parallel honors advising
system in the narrative concerning undergraduate
academic programs and provide documentation,
including student questionnaires and a copy of the
article from The National Honors Report, among
the official exhibits for the accreditation review
team. It also makes sense, though, for us to try to
assure that we are mentioned (and not unfavorably)
in the student services section of the self-study
document.

(6.) Involve Faculty and Student Honors Councils
in the Process.
Be certain that your faculty and student honors
councils (by whatever name) are involved in the
process. Keep them informed as often as possible on
the progress of the institutional self-study as it
relates to honors. Solicit their comments and
suggestions. While the honors office is likely to be
the best repository of information about the honors
program's past, these faculty and students are an
extremely valuable source of information about its
present - and perhaps even more so for ideas about
what its future should entail.
At OSU, we went a step further than just
involving our honors councils. We sent copies of our
draft honors self-study document to every faculty
member teaching an honors course. We also invited
these faculty to attend the joint meeting of the
faculty and student honors councils called to review
the document. Even if an honors director were to
desire to keep the honors self-study process under
lock and key, it is unlikely to happen even in the
short run. It is almost impossible in the long run
because when the accreditation review team comes
to campus, the reviewers are certain to want to meet
with honors faculty and students to gain insight into
the strengths and weaknesses of the program.

(8.) Be Ready and Willing to Review (or Write)
Early Draft Documents.
Having accurate information in the self-study
document is important both for the present and for
the future. As noted above, even current weaknesses
can be used to the long-range benefit of your
program if properly included in the self-study.
Having the proper language and detailed information about honors incorporated into the document
should be among your priorities in the accreditation
review process.
It probably will be easier to get necessary
information about honors in the early stage of the
drafting of your self-study document than waiting
until late in the revising process to do so. You need
to be willing to review early drafts of the document
as it relates to undergraduate academic programs in
general and honors in particular. It is even better if
you are able to be the author of the first draft of the
section dealing with the honors program. Reviewing
successive drafts of this document may be tedious,
but it is essential that you take an active role in the
writing and revising process. Leaving this task to
others invites those with different agendas to draft
or revise the text to suit themselves - and perhaps to
the detriment of your program.

(7.) Be Aware of Other Self-Study Elements
Indirectly Affecting Honors.
Although it is likely that the bulk of the information
about your honors program will appear in the
section of your institution's self-study report which
covers undergraduate academic programs, other
elements of the report may at least indirectly
concern your program. For example, here at
Oklahoma State we have developed a parallel
honors advising system which we believe to be
crucial to the success of students in our program.
(See the 1994 Spring issue of The National Honors
Report, pp. 5-8, for a discussion of our honors

(9.) Incorporate NCHC's Sixteen Basic
Characteristics into the Self-Study.
NCHC's "Basic Characteristics ofa Fully-Developed Honors Program" (mentioned above under
Suggestion #5) can be of great value in the selfstudy process. In fact, we used them as the organizational structure for more than' half of the first draft
of our honors program self-study narrative by listing
each characteristic and then summarizing the extent
to which our program measured up to NCHC's
expectations contained in that characteristic.
In addition to forming a useful organizational
framework, the "Basic Characteristics" gives the
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benefit of an outside source on what is necessary for
an excellent honors program. Having NCHC as the
authority for these characteristics provides a
credible source in support of your self-study's
assessment of what it takes to have an outstanding
honors program, and this is preferable to a selfgenerated statement which may be more easily
questioned by members of the accreditation review
team-or by others on your own campus.
During the final stages of the development of the
"Basic Characteristics," OSU volunteered to be the
first institution to have its program reviewed "on
paper" by the Honors Evaluation Committee of
NCHC. We sought to provide the committee with
extensive documentation with which its members
could engage in a trial run application of the sixteen
characteristics to an actual honors program. In
addition, we were seeking an outside assessment of
the strengths and weaknesses of our program with
the explicit intention of incorporating the
committee's comments into our self-study document
in the institutional accreditation process. Thanks to
the efforts of Dick Cummings and his committee,
we received a detailed written report which will be
included as an appendix or official exhibit to our
self-study document.
Another way to obtain a detailed assessment of
your honors program which may be included in your
institutional accreditation reyiew process is to solicit
an evaluation of your program by one or more of the
persons whose names are on file with the NCHC
national office.
By contacting Bill Mech in Boise [now Earl
Brown, Jr., NCHC office at Radford University] you
can obtain information about potential experienced
honors evaluators from institutions similar to yours
who have expressed a willingness to review honors
programs. It is important to note here that NCHC is
not in the accrediting business, nor do the reports of
these honors program evaluators constitute an
official NCHC assessment of your program. Such an
evaluation does, however, provide the insight of
outside honors professionals in a report which you
can have included with other materials about your
program in the documentation to be considered by
the institutional accreditation review team.
(10.) Request that Someone with NCHC
Experience Be a Member of Your Institution's
Regional Accreditation Review Team.
"A little knowledge is a dangerous thing" is a
maxim which applies in the review of honors
programs as in many other settings. It is to your
advantage that at least one member of the institutional review team sent to your campus by your

regional accrediting agency be a person with
extensive honors experience. Otherwise, the assessment of your program will be made by reviewers
who may be naive at best and perhaps even unfavorably disposed toward honors education.
Someone on your campus will have the role of
liaison with your regional accrediting agency and
should be in frequent contact with that agency. At
the outset, try to be certain that this person conveys a
request that at least one member of the review team
be someone with honors experience and preferably
one of the persons listed with the NCHC national
office. [Provide Earl Brown's name, address,
telephone number, fax number, and e-mail address at
the national office] to encourage communication.
You may even be able to check with the national
office to learn the names of those on file who have
indicated that they have experience in regional
accreditation reviews whom you could suggest as
potential members of the review team for your
campus.
Your institutional liaison should receive a
provisional list of review team members from your
regional accrediting agency well in advance of the
team's actual campus visit. It makes sense for you to
obtain these names and then confer with the NCHC
national office and honors directors in your region to
find out what, if anything, is known about these
individuals and their disposition toward honors
education. If you discover a person who is known to
be hostile to honors education or has appeared to be
so in other institutions's accreditation reports, you
may well want to quietly but firmly do all that you
can to have your institution object to this person's
inclusion on your accreditation review team.
Other Suggestions
These "Ten Suggestions" (certainly not Ten
Commandments) for using the institutional accreditation review process for the benefit of your honors
program are just that: suggestions. Some may prove
more practical on your campus than others, and you
may not be able to carry all ten into effect. In fact,
you may choose to correct some of them because of
perfectly good reasons within your institutional
environment.
Still, I hope that this article is useful in two ways:
(1.) to help all of us in honors realize that the
decennial accreditation review can be used to the
benefit of our programs and the students we serve
and (2.) to generate further discussion at regional
and national honors conferences as well as in the
pages of The National Honors Report about ways to
involve ourselves more effectively in our respective
institutions' next accreditation review - which, after
all, is almost as certain as death and taxes.
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Why an J{onors Co{{ege?
by Ottavio M. Casa{e
Reprinted from The Newsletter for the National Collegiate Honors Council Vol. IV No.4
(December 1983): 3-4.
~

A Then someone suggested I write an article

y V on "Why an Honors College," my first

thought was "Why not?" I mean, "Why
not an honors college?" on the assumption that such
a response would satisfy no one except the Imp of
the Perverse, and because some of you out there
might be in a position to argue fruitfully for a
college, I shall try to be serious as I think out loud on
the subject.
In the first place, let's agree than an Honors
College, almost by definition, cannot or need not
exist in at institutions which are small, highly
selective in admissions, and restricted to liberal arts
curricula. The Honors College works best, I believe,
at large, pluralistic places like Michigan State,
Oregon, and my own university, Kent State. At such
schools, the number and diversity of students,
majors, and even educational goals and assumptions
can cause academic or intellectual drift for bright
students who deserve a challenging, individualized
education. In such an environment, the Honors
College-i.e., a strong, centralized, multi-functioned,
and a highly "visible" instrument for advancing
Honors--can provide services and stimuli which a
smaller program would have trouble providing.
The Honors College at Kent, for example, offers
its many students intra-disciplinary and interdisciplinary courses, usually of seminar size; opportunities
for independent study at every undergraduate level,
even unto the dreaded senior Honors thesis or
project; and an effective, intimate four-year advising
system quite beyond that available in most departments and colleges. In the area of course-work
alone, our college has a limited but distinct curricular authority, that is, the capacity to create, recommend, and oversee certain Honors courses, sometimes interdisciplinary in nature. The Honors
College also offers extracurricular enrichment by
way of social as well as culturaVacademic events;
the cohering effect of Honors (or mostly Honors)
residence halls; and ultimately a sense of Honors
identity on the part of our students-which they
would blush to admit but which we've seen at work.
I doubt we could provide this rich complexity of
services to our 600 students if we did not have the
staff, organization, and budget that go with being a
college.

Second, the Honors College arrangement suggests to one and all that the university means
business with its Honors program-that it wishes to
confer "clout" on it. Let me pause to admit that we
speak in relative terms when we use a word like
"clout" in academe. Remember the old joke that the
reason academic infighting is so fierce is that the
stakes are so low. Nonetheless, relatively speaking,
an Honors College implies that the university wishes
the program to operate in corljunction with the
traditional "substantive" colleges around it and at the
same administrative level. Admittedly, the Honors
Dean must usually request faculty and most Honor
courses from the chairpersons of the various
disciplines. When the Dean does the begging and
arm-twisting, however, this Dean does so from a
position of at least genteel authority. That authority
comes from the fact that the Honors Dean most often
reports directly to the Vice President for Academic
Affairs, who is, of course, usually on the side of
Honors and the angels.
By virtue of this position in the great academic
chain of being, the Dean shares in whatever perks
and powers, real or imaginary, large or small, that
the university is willing to confer on people called
"deans." At Kent, for example, the Honors Dean sits
ex officio on three vital groups: the Faculty Senate,
which for all its gum-beating proclivity, does
provide some academic leadership; the Educational
Policies Council, which is the top university committee in the areas of curriculum and educational
posture; and the Council of Academic Deans. The
latter body, meeting almost weekly and chaired by
the Vice President of Academic Affairs, has no little
say in the way academic and business questions are
raised, considered, and resolved at our university.
This does not mean for a moment that an Honors
Dean wallows in raw power or that the degreegranting deans necessarily make him feel completely
at home, mind you. Pecking orders do exist in the
academy (surprise!), and naturally deans with larger
budgets and "real" faculty will occasionally sniff in
the direction of an Honors dean, who lends his
intellectual presence but seems to have to borrow
almost everything else. Still and all, despite any
vague caste system within the deanery, the simple
fact is that the collegial and decanal titles and
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empowennent allow the Honors College and its head
to·function to great effect both within and outside the
university. I leave the reader to guess at how the
magic of titles can oil the relations with chairpersons, alumni, foundation heads, parents, and so on.
A third advantage of the Honors College concept
is more amorphous and hard to evidence: that is, the
Honors College fonnat provides, I think, an autonomy which, along with the aforementioned
:'clout," visibility, and ability to operate complexly,
penn its the College to serve many students in
different disciplines more liberally and creatively
than a narrowly conceived program can. Let me
explain. In the infancy of Honors programs, nearly
all of them were established in, by, and for liberal
arts departments or colleges. Beyond the liberal arts
lay the dark forests and barbarians lurking. Lurking.
Honors undergraduates at Kent in the 1950's, for
example, were usually English majors in Arts and
Sciences (though occasionally a history or philosophy major penetrated the channed circle). While it is
flattering to humanities students and professors to
believe they have a natural affinity for Honors, and
while indeed Honors should always have a humanistic credo, it is meet and proper for all students in a
multiversity to have a shot at Honors learning. And
thus it is no accident that the historical development
of Honors Colleges almost coincides with the spread
of Honors opportunities across the disciplines. (At
Kent, the College was established in 1965, five years
after Honors went university-wide.)
That an Honors College is nobody's satellite; that
it cares for business and nursing students as much as

for literature students; that part of its mission is to
make accountants more poetical and poets more
accountable; that its primary duty is to the university
and to a multi-disciplinary concept of Honors-all
these characteristics render the Honors College
highly effective for its students and for its institution.
Incidentally this autonomy-cum-autonomy can help
an Honors College survive the hard times during
which a given set of disciplines (e.g., English and
history in the 1970' s) may have difficulty attracting
majors, much less Honors students. (One can't help
noticing at the annual NCHC meetings that there
seem to be a dozen or so Honors programs a-boming
and a-dying. I wonder if that ephemerality doesn't
have something to do with too close a linkage to too
few disciplines, disciplines which may have recently
fallen from grace.) I might add here that the administrative subservience of an Honors program to a
particular college, usually Arts & Sciences, puts that
program at the whim of that unit and its dean. As
long as the dean is pro-Honors, all well and good,
but there have been cases where such deans have
done violence to their fairest child.
In everything I've said, I am aware that much of
the advantage I ascribe to the Honors College
concept could accrue to smaller Honors programs
whose administrators are particularly competent,
energetic, influential, and flexible. In my mind and
at my university, however, the relative entitlements
and independence of our Honors College have made
for a strong, stable, and enduring university-wide
program. The College reminds me of what Poe and
the symbolists believed: that the fonn not only
influences substance but indeed can create it.

To order back issues of The National Honors Report, The Journal of the National
Collegiate Honors Council, Forum for Honors, and any NCHC monograph, contact
the NCHC headquarters office at Radford University.
Phone: (540) 831-6100 or email: nchc@radford.edu.
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51 Day in the Life of an J{onors Director
by 3iud"son neyno{dS, St. Leo
Reprinted from The Newsletter for the National Collegiate Honors Council Vol. V No.1
(March 1984): 12-13.

I

f only there were such a
thing as a typical day in the
life of a new honors
director. It seems as though each
day brings with it an unexpected
occurrence, for which one is
totally unprepared, or an anomalous problem that defies solution.
The account I am about to offer,
extracted from my personal
diary, should strike a familiar
chord with the certain readers of
this column who may think:
"Yes, that's the way it is ...
almost every day." Others, the
uninitiated, may believe that I am
exaggerating for dramatic effect.
But let the skepies scoff. A new
honors director knows better.
Usually I arrive on the Saint
Leo College campus around 9:00
a.m., deposit my coffee thermos
on my desk, and check the mail.
This morning, among the
textbook solicitations, promising
larger pictures, more frequent
cartoons, simplified vocabularies, and multiple-choice test
banks, I search for messages
from the faculty. Last week I
circulated a memorandum
requesting help in identifying
students who have shown
unusual academic promise and
would be interested in participating in the honors program. In my
experience, conscientious faculty
provide a fruitful source of
information on talented students.
Consequently, I am overjoyed
whenever any faculty member
stops me on the lawn, or phones
me or writes me a note to tell me
about a special" student who
might be right for the honors
program. In this morning's mail I
find three such recommendations. By comparison,

coffee is a weak stimulant.
Within minutes I am on the
telephone, following up the leads.
Each morning this week I have
scheduled oral examinations for
the members of the honors class
that I am teaching. At 9:30 the
first examinee arrives, wearing a
jacket and tie, along with the
student-tutor. The tutor has
attended oral sessions in the past,
so it is unnecessary to brief her
on the procedure. The examinee
is ushered into the office and
seated. I ask the first question,
which is designed to place the
student at ease. The tutor then
asks a question which relates to
some issue raised during class
discussion. The third question is
more difficult, for its purpose is
to lead the student into unfamiliar
territory. Sometimes the student
balks or founders. At this point
the tutor, a friendly, unintimidating presence, offers guidance.
A three-way conversation
ensues, and soon the student is
questioning the teacher, the tutor,
and himself. There are occasions
where the process of selfexamination will lead to personal
confessions of inadequacy. I
therefore find it helpful to
conclude each examination with
an honest reassurance and a firm
handshake.
After administering three
orals, I rush off to teach Criminal
Law at 11 :00 a.m. Most of the
faculty at Saint Leo College teach
four courses a semester, and I am
no exception. As one of two
political scientists in the Social
Science Department, I am
responsible for teaching_ten
different courses over a two-year
period. None, however, are as

challenging as the present honors
course, nor require as many hours
of preparation. The criminologists seem to enjoy my lecture,
which ends promptly at 12:30.
There will be no lunchtime
tennis, nor lunch, for I have a
1:00 p.m. appointment with the
Admissions Director. He is
enthusiastic about the new
Honors Program. In fact, he asks
me to consider accompanying
him on a future trip to talk to
high school guidance counselors.
We discuss the contents ofa
brochure to be mailed to the
counselors. I close by requesting
a computer readout of all
students who have been accepted
for the fall.
When I return to my office, I
phone David Schenck, Honors
Director at the neighboring
University of South Florida. His
program is also in its first year,
and our students are considering
holding ajoint weekend retreat in
the fall. Last week the Saint Leo
students invited the USF students
to our campus for a planning
session which was cleverly
disguised as a barbecue and
dance. The students selected the
location for the retreat and picked
a topic. Over the phone, David
and I decide to arrange a planning session in the spring with
the faculty members who are to
be involved.
Honors class convenes at 2:00
p.m., twice a week for an hour
and a half. The course is entitled
"The Classical World View" and
inclines heavily towards reading
Greek literature in translation.
We are presently in the midst of a
three-week excursion through
Plato's Republic. On Tuesday I
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had lectured for an hour on an
important passage at the
beginning of Book VI. You are
perhaps acquainted with it, the
one where Socrates describes
the moral and intellectual
qualities Of a potential philosopher-ruler. In my lecture I raised
the question, "Who is fit for a
liberal arts education and who is
unfit?" My remarks apparently
offended accepted educational
doctrine, so I gleefully spent the
last half hour of class defending
Socrates' unpopular position
against a barrage of hostile
questioning.
Today there will be no
lecture. Instead, the entire
session will be devoted to
discussion. The class divides
into two groups which sit on
opposite sides of a sound-proof
partition. A student-tutor assists
each of the discussion groups.
This frees me to observe one
group one week, the other the
next. This afternoon the first put
of class is given over to group
criticism of essays that were
written the previous weekend.
Copies of three essays,
submitted eulier and retyped to
provide anonymity, are distributed and quickly perused. Each
student takes a tum in passing
judgment on the essays. More
than once has a student
launched a devastating criticism
against his own work, if only to
shift the suspicion of authorship
from himself. A collective
critique is distilled from the
individual comments and
condensed into a few sentences
to be exchanged by one
messenger with that of the other
group. The uncanny similarity
of the two critiques never fails
to astonish and has had a
remarkable effect in convincing
students that their essays need
improvement. The whole
process takes no more than
thirty minutes.

The remaining hour of class
is dedicated to discussing three
questions proposed by the
tutors. The group that I am
sitting in on quickly exhausts
the first question: "Should a
course in music appreciation be
included in a liberal arts
curriculum?" But it struggles
for the rest of the hour over the
classic controversy: "Do
politicians need a firm foundation in solid geometry?" The
tutor dismisses his class with a
reminder that the bus to the
ballet will be leaving at 7:00
p.m.

"If all goes as planned,
I can be home by 11:30
p.m. and will give
thanks that there were
no unexpected
occurrences or
unsolvable problems. "
Class is over at 3 :30, which
happens to be when the Honors
Council is scheduled to meet in
the student center. One of my
duties as Honors Director is to
chair the Honors Council, the
governing body of the program,
which consists of a faculty
member from each department
and three honors students who
are elected by their peers. The
topic oftoday's meeting is
spring semester admissions. I
submit a list of names of
students who have been
recommended by the faculty
along with a report of the
students' current progress in
each of their classes. The
candidates have written an
essay on an assigned subject,
copies of which are circulated
among the members of the
council. Each candidate's

credentials are examined
separately in a careful, deliberative manner. The process is
time- consuming.
One student desires to be
admitted to the program for the
purpose of taking only one
course. This occasions a major
policy dispute which cannot be
settled by reference to the
records of the Honors Program
Planning Comniittee. The
honors students forcefully argue
for a flexible admissions policy
which will allow an infusion of
new personalities and new
ideas, provided that the number
of new- comers does not
overwhelm the sense of class
continuity. The faculty members, who are divided in their
thinking, listen attentively to the
students. Several change their
minds. I believe it was Aristotle
who reasoned that the best
judge of a well-made pair of
shoes is the person who wears
them.
The Honors Council dissolves promptly at five o'clock.
Fortunately, I live within
minutes of the campus and can
dine at home with my wife in a
peaceful, relaxed environment,
enjoying an hour's respite
before the evening expedition.
Tonight I must supervise ajoint
expedition of honors students
and dance students to the Falk
Theater in Tampa, where the
Tampa Ballet is premiering a
production of "Romeo and
Juliet." After the ballet, I have
arranged for the choreographer
to speak with the students and
to introduce the members of the
cast. A wine and cheese social
will follow in the lobby. If all
goes as planned, I can be home
by 11 :00 p.m. and will give
thanks that there were no
unexpected occurrences or
insolvable problems. It will
have been, after all, another
typical day for a new honors
director.
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Divided Serves: Part-Time Directors
by Jay VV arc{
Reprinted from The National Honors Report Vol. XII No.4 (Winter 1992): 25-26.

'!J[0nors Program Staffing-Needs Survey,"
compiled by Linda Kay Allen and Liz
Tregor- Dokken and released just before
the 1990 NCHC meeting, revealed quantitatively
what most of us already knew: approximately eighty
percent of small college honors program directors
(using either the institutional size or program size
criterion for "small") are engaged in honors administration on a part-time basis, and for about seventy
percent, honors work constitutes half or less of their
total work load. Although the survey does not
contain this information, the likelihood is that most
ofthem are faculty members who are released
[reassigned is more accurate] from some part oftheir
teaching load in order to direct honors. Small college
directors average about forty percent of their fulltime load devoted to this duty with the rest given to
teaching or other administrative responsibilities.
Further, of those programs led by a part-time
director, eighty percent have no assistant or associate
director, half provide neither secretarial nor student
assistance, and fully a quarter of them provide none
of the three types of staff support. So the "typical"
small college director is a faculty member who is
released from one or two teaching assignments to
direct a program in which approximately sixty
students participate and the director does so with
little or no personnel support.
How, then, is it possible for such "typical"
directors to achieve maximum, efficient utilization
of their time and resources while simultaneously
maintaining honors programs that serve their
participants' and institutions' needs as well as
possible? These questions were the subject of a
workshop at the 1990 NCHC conference, and some
of the suggestions that grew out of that session are
presented here; of course, not all of them are
practical or feasible in every situation, but they do, at
least, represent practices that work for some directors as they struggle to administer their programs
while also attending to their non-honors responsibilities.

A. Computerize documents. To the extent possible,
all letters, records, budgets, or other program
documents, especially those that are needed regularly or repeatedly, should be stored for quick and
easy access; for example, form letters such as those
inviting prospective students to join the program

need only be edited for date, name, and address each
time that a copy is needed. A relatively simple word
processing system should be adequate to meet the
needs of most small college programs.

B. Utilize committee. Most small college honors
programs are administered not only by a director but
by a committee or board, often chaired by the
director and consisting of students, faculty, and
perhaps other administrators. Although the formally
established duties of these committees vary from
institution to institution, it is probably safe to assume
that there are certain matters that the director can,
and should, share or even fully delegate to the
committee. There is no reason, for example, why the
director should be the only person considered
capable of publicly representing the program either
within the institution or off- campus; students almost
invariably are a program's best and most enthusiastic
advocates and can be relied upon by a director to
assume all sorts of public relations activities. The
point is that directors sometimes take far too much
of the work of the program upon themselves and
should share it with others both as a means of
distributing the duties more evenly and of increasing
the other's sense of empowerment or participation.
C Utilize students. Only a few students are likely to
be members of the program committee, but all the
students who participate may be called upon
effectively for program-related needs which the
director might otherwise have to perform. If the
participating students are members of their own
honors organization, for example, they can assume
virtually total responsibility for planning social
activities such as parties or mixers; but even if there
is no such student organization, the students can be
relied upon to assist the director in a variety of ways.

D. Utilize other institutionaljacilities or offices.
Many program functions assumed by the director
can actually be performed as well or better by other
administrative offices or facilities within the
institution. For the admissions office must work
closely with the director in identifying prospective
honors program participants from applicants, but the
relationship need not end there; admissions may also
be able to assist in the designing of brochures and
other program materials (and frequently will pay at
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least a part of the mailing costs, thus preserving a
small part of the program budget). And the director
should not hesitate to approach the college's fulltime administrators, including the academic dean or
even president, for assistance in efficiently conducting program management.
Many of us no doubt feel both pleasure and
stimulation because of our involvement with our
institution's honors programs; indeed, fewadministrative positions within higher education offer
greater opportunities for personal and professional
satisfaction than does directing an honors program.
But the typical part-time small college director must
balance time and energy devoted to honors with
other academic and non-academic responsibilities.
Expected to give full attention to all of the
responsibilites, a director must improve his or her
organization or efficiency. Some disturbing research
has indicated that a substantial number of honors
program directors believe that their professional
careers within their disciplines in such matters as
publications or even achieving tenure, have been or
ought be retarded by their administrative duties; as a
result, some faculty member have been reluctant to
accept honors appointments or to remain in them for
very long, even though they are among the least
onerous of administrative chores.
No administrative task is unfailingly uninteresting
or stimulating, and even honors administration
frequently includes chores of a boring or banal
nature, so it is especially important for the small
college director, who is likely to be laboring without
much additional assistance from within the institution, to achieve a minimum amount of efficiency and
organization in his or her work. The suggestions
presented here by no means exhaust the possible
ways in which the part-time director can ease his or
her work load, but they, at least, prompt some further
conversation on the subject either within these pages
or wherever directors have occasion to meet.

Presidents ofNCHC
2003
2002
2001
2000
1999
1998
1997
1996
1995
1994
1993
1992
1991
1990
1989
1988
1987
1986
1985
1984
1983
1982
1981
1980
1979
1978
1977
1976
1975
1974
1973
1972
1971
1970
1969

Donzell Lee, Alcorn State University
Rosalie Otero, University of New Mexico
Hew Joiner, Georgia Southern University
Joan Digby, Long Island University
Bob Spurrier, Oklahoma State University
Herbert Lasky, Eastern Illinois University
Susanna Finnell, Texas A&M University
Len Zane, University of Nevada,
Las Vegas
Ada Long, University of Alabama,
Birmingham
Julia Bondanella, Indiana University
Ron Link, Miami-Dade Community
College
Sam Schuman, UNC-Asheville
Ira Cohen, Illinois State University
Ted Humphrey, Arizona State University
Anne Ponder, Kenyon College
John Howarth, University of Maryland
Richard Cummings, University of Utah
Jocelyn Jackson, Clark College
Samuel Clark, Western Michigan
University
Wallace Kay, University of Southern
Mississippi
William Daniel, Winthrop College
C. Grey Austin, Ohio State University
William Mech, Boise State University
C. H Ruedisili, University of Wisconsin
Bernice Braid, Long Island University
Andrew DeRocco, University of Maryland
Robert Evans, University of Kentucky
Lothar Tresp, University of Georgia
Catherine Cater, North Dakota State
University
Carlyle Beyer, College of William and
Mary
Mark Lunine, Kent State University
John Portz, University of Maryland
Joseph Cohen, Tulane University
John Eells, Winthrop College
Dudley Wynn, University ofNew Mexico
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Ten Things I Wish I J-{acf Xnown as a
:New J-{onors Director
by llirginia :McCombs
Reprinted from The National Honors Report Vol. XVIII No.4 (Winter 1998): 14-16.

n

raving completed my
seventh year as the
director of the
University Honors Program at
Oklahoma City University, I
can now reflect on what I wish I
had known at the beginning of
this journey into honors
education. So when asked to
participate in the Beginning in
Honors workshop at our
regional meeting last spring, I
gave some thought to creating
this list (with apologies to Dave
Letterman). Many of these
items I first heard when I
attended my first honors
conference in Baltimore,
Maryland. Experience has
reinforced these suggestions; if
ever I was tempted to believe
my faculty or students were
different, I have learned there
are some factors about human
nature-and honors programsthat are close to being universal.

Jl

Your curriculum and your
program were not created
on the 8th day.
If you are new to honors, you
may be tempted not to tinker
with your program, because
surely the design/curriculum/
activities were created by those
in the know. That was certainly
my experience, and my newness
at the university reinforced my
hesitancy to jump right into the
mix. However, new directors
are usually not selected to
simply be administrators, but to
be creators and sustainers of a
vibrant academic program.
Certainly you need to settle into
your community, but always
keep the antennae out to be

attuned to your students and the
dynamics of your campus and
curriculum. Is your curriculum
really flexible enough to meet
the demands of very busy
students? Does your program
create carrots to lure your
students into exceptional
educational opportunities, such
as study abroad, internships, or
research? Can you piggyback
on campus lecture series, study
trips, or community service to
provide unique student activities? Are there groups of
talented students who are
prevented from participating in
your program, such as transfers
or nursing majors? Do take a
hard look at what your honors
program is doing and what it
should be doing.

Your best/acuity do not
automatically know honors
students or know how to
construct a course.
Faculty present a true interpersonal challenge, but we know
that already since most honors
directors are, or have been,
faculty members themselves.
The first hurdle to jump may be
the faculty's unrealistic expectations about honors students.
With our new program seven
years ago, many of our best
faculty were eager to teach a
group of bright, enthusiastic,
and knowledgeable students.
The problem was that some
expected the students to have a
working knowledge of American history, chemistry, or
economics before they walked
into the classroom. Wrong!!
Some might, but the majority of

our students are graduates of an
educational system where there
are no guarantees about
information or process retained.
Bright, yes. Enthusiastic,
hopefully. Knowledgeable,
maybe, but ifnot, absolutely
terrified once the professor
distributed the syllabus. You
may find it necessary to counsel
your faculty about the structure
and expectations of an honors
course. I know this is a tough
one, but you can alleviate some
of your hard cases up front by
establishing a process whereby
faculty honors proposals are
subject to honors committee
approval. Unless you have a
group oftruly exceptional
students, the emphasis in an
honors course should be an
enriched, different type of
learning environment, rather
than just a harder course, i.e.,
more books to read, papers to
write, etc. That said, you may
find that some faculty just
cannot seem to get it. Now the
difficult decisions really begin,
but use your honors committee
to back you up.

Honors students are not a
combination 0/Albert Einstein,
Maya Angelou, and
Mother Theresa.
Perhaps a good way to look at
your new, first-year honors
students is that these young men
and women are actually in 13th
grade. They are not college
students - yet. As a rule I have
found honors students to be
excellent writers and talkers.
They are a delight in a classroom. New honors students,
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however, are not necessarily
risk-takers. In fact, many honors
students have been rewarded in
the first thirteen years of their
education not for being risktakers, but in fact for being
good boys and girls for their
teachers. Much of their motivation in school has been to get
those A's. Aside from first year
students, honors students who
enroll in an honors section of a
general education requirement
may not have any particular
interest in the subject; they need
the course to fulfill a requirement. Not understanding this
reality may lead to much
frustration among your faculty,
and/or the students manifesting
the "deer in the highlights"
syndrome once they learn the
course requirements.
I subscribe to the philosophy
that we are in the business of
creating honors students, not
simply providing services for
exceptional students. It certainly is necessary to coach,
coax, support, and even nag
them. Be aware, these students
are not accustomed to having
difficulties. You may need to
coach them to accept the
challenge.

Network!!
One of the best things about
honors education is the enthusiasm we honors folk have for
sharing ideas. Take advantage
ofNCHC and your regional
council. The national and
regional organizations offer
conferences, newsletters, and
forums where both faculty and
students may show their
expertise and enthusiasm for
honors. Look into whether your
state has an honors organization. If not, consider starting
one. At Oklahoma City University we are constructing an
Oklahoma honors homepage
and a listserv to connect state

honors programs. Oklahoma
honors directors have already
met twice this year to share our
ideas and concerns. The twoyear colleges have also established their own honors
organization, and representatives of several four year
institutions have been invited to
attend their meetings.

Steal ideas shamelessly.
In honors it's expected, so don't
feel any guilt. The conferences,
the honors listserv, and The
National Honors Report
revolve largely around sharing
ideas. My experience is that
honors directors are eager to
tell you what they are doing.
Networking certainly facilitates
these idea exchanges.
Become a techie.
This may be a frightening idea
to some, but since I've already
mentioned homepages and the
listserv, you know I'm plugged
in. The NCHC electronic
bulletin board has more than
500 members and has been a
continuing source of honors
information and dialogue. It has
also proved helpful to me in
finding hotel roommates for our
students attending conferences.
Over 800 honors programs
have World Wide Web
homepages linked to the
NCHC's homepage maintained
at Radford University. Your
program needs to be plugged in
both places. Also consider
creating a Iistserv for your state
or constituent group.
Another opportunity is the
NCHC Satellite Seminar. For
the past two years I have been
lamenting the fact that we have
no satellite and were unable to
participate. Then at our first
statewide honors meeting,
another director suggested we
could subscribe for our campus,
but attend the sessions at a

nearby subscriber community
college that does have a
satellite. I sold the idea to our
academic vice-president in that
the topic, 'The Family," is one
that might attract other
programs. Consequently, our
participation at OCU will also
be supported by such programs
as sociology, education, and
counseling psychology. Talk
about piggy back! For us this is
also an excellent opportunity
for the campus at large to
benefit from an honors activity.

Publicize your program and
the achievement ofyour
students to the administration,
faculty, and your community.
Do not allow the president or
provost of your institution to
forget that you are there and
that you are doing great things!
Never assume the administration knows of your accomplishments. Send copies of your
newsletter to the president,
vice-presidents, deans, and your
honors faculty. Your president
will love to hear that you or
your students are presenting
papers at a professional
conference or have published
articles in a national or
regional newsletter. Ask your
students to write the president a
thank you note if your school
has supported their attendance
at a conference. Send memos to
all appropriate faculty and
administrators when your
program wins recognition.
If your campus suffers from
a faculty or administration that
worries about the elitism of an
honors program, be sure to
point out how your honors
students are also stars in their
own departments, active in
campus organizations or
community activities. Consider
creating an honors fact sheet,
highlighting the nuts and bolts
of your program and the
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accomplishments of your
students. And don't forget your
campus newspaper. Make sure
that articles about honors make
regular appearances in all
campus publications.

PUSH STUDENTS!!
I feel very passionately about
this item. Students, even honors
students, have the opportunity
to have a typical educational
experience or an exceptional
one. Here I am not just referring
to classwork in honors. Encourage (dare I say 'push') students
to present papers at conferences, be interns, study abroad,
participate in an honors
semester, etc. Students will say
they are too busy. Poppycock!
Wait until they are working
adults with families (I know
some will be, but not most of
them.) Lure them with some
form of honors credit. For study
abroad and internships I require
two pieces of work beyond
whatever requirements they
might have. Students must keep
a journal during their experience and write a paper describing what they learned from
participating.
I realize that this might not
sound too taxing for my honors
students, but I'm less concerned
about their written work and
more interested that they GO! I
do limit the number of honors
hours for anyone experience.
I must add a further note
about students participating in
conferences. I know that there
has been much discussion in
NCHC lately about the high
cost of students attending
conferences. In spite of these
barriers, I would encourage you
to press your administration or
student support services to
fmance this travel. (Need I add
anything here about athletic
programs?) I have witnessed
many of our students blossom
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with these opportunities either
at the regional or national level.
Presenting a paper at a conference gives them confidence and
allows them to meet honors
students from across the
country. Their paper research
alone can be an important
learning opportunity, particularly when the research and
writing teams with constructing
a solid presentation. We require
students taking papers to the
national conference to make an
on-campus presentation which
we videotape and critique. Our
students learn about body
language, multimedia presentation, and the strategies of
responding to questions from
the audience. Thus our students
who participate in conferences
truly have a very comprehensive learning experience; this is
much more than a mere trip.

Delegate, Delegate, Delegate
I do not think I am a control
freak. For the first several
years, however, of our program,
I believed I should do everything down to the picky details.
I hope I am beyond that point
now. To avoid this pitfall,
delegate from the beginning.
Consider giving chief responsibility for anyone of your major
honors activities to a willing
member of your honors
committee. Ask students to
pitch in, particularly in
organizing activities or publishing your newsletter. I learned
just this past year to tum over
more special projects to my
assistant director. What a relief!
Hopefully you have a
secretary, even if you share one
like I do. Your secretary is an
invaluable asset, as are work
study students. The more you
ask members of the honors
community to help with your
program, the larger the stake
each will have in the success of
honors.

Assessment
I became an honors director at
the beginning of the discussion
about honors assessment. I
freely admitted that my initial
reaction was "not with my
program you don't," but I have
become convinced that assessment may be an ally. At the
very least I realize that program
assessment is joining the
inevitability of death and taxes.
Currently I am gearing up for
program review and I will use
the NCHC's "Basic Characteristics of a Fully Developed
Honors Program" as my guide,
a tool that seems to have
worked very effectively with
other programs. I also attended
the NCHC Faculty Institute on
Assessment where I picked up
very valuable suggestions. I
look forward to interesting
revelations about our program,
both our strengths and the areas
where our administration needs
to help.

NCHC provides a list of
members who are
experienced and willing to
serve as consultants for any
college or university
starting an honors program
or conducting a program
evaluation. Consultants
may be contacted at the
annual meeting during
Beginning in Honor5©
or Developing in Honors
workshops or in the
Consultants Lounge, or by
contacting the national
office. Expenses and
honoraria are negotiated
between the institution and
the consultant.
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"If I J-{ad It 'I'o Do A{{ Over Again"
by Anne 'Ponaer
Reprinted from The National Honors Report Vol. XII No.3 (Fall 1991): 11-12.

O

ne of the advancing realizations when emerging into middle age and mid-career is that if one had
to do it all over again, one would make many of the same choices, albeit the same mistakes.
Maybe even if someone warned us.
But, as I've been assembling the Beginning in Honors workshops for the Fall conference, with able
assistance from a dozen experienced honors types, it occurred to me that I would, if I had to do it all
over again, do honors. And, I have been doing honors teaching and administration for more than a dozen
years. We will organize better and more useful advice in Beginning in Honors, that series of workshops
for new directors and programs, with which the conference has opened for the last eight years. But, here
are a few suggestions for starting out as an administrator in an honors program. If I had to do it all over
agam ...

RULE 1: I'D GET A
CHAUFFEUR'S LICENSE.
You'll want to take your
students with you to museums
and on field trips. Reserving the
college van far enough in
advance to beat the football
team to it is difficult enough
without having to find the
student/athlete on work scholarship who can drive the van.
More seriously, if you don't
have experience as a cam'counselor, with retreat lee 1ipg,
and with group work, yL ·vill
want to learn. An ~onors
director is more like a Dean of
Students, more like a therapist
in the counseling center, than
any other academic administrator or faculty member around
the college.

RULE 2: I'D REFER
IMPORTANT TASKS TO
OTHERS.
Collaboration and institutionwide cooperation are crucial to
a solid honors program, so
delegating responsibility to an
honors commit- tee, cooperating
with Admissions and Financial
Aid on student selection and

scholarships, and learning to
refer students' serious personal
difficulties to professional
counselors are serious examples
of effective buck passing.

RULE 3: I'D DECIDE I
NEEDED TO KNOW LESS.
With so many smart faculty and
students around an honors
program, no one will depend on
you for scintillating conversation. Hanging around with
smart people is excellent social
camouflage; you can appear
intelligent without much effort.
More seriously, dividing your
time between honors administration and meeting the standard
requirements which make one's
career go smoothly into tenure
and promotion and salary
recognition for (obvious) merit,
will be a constant tension, a
persistent negotiation. Had I
been smarter, I would have
narrowed my field of scholarship, made esoteric, contained
choices about my scholarly field
which would have permitted me
to stay current with the scholarship, even in the years when I
didn't write anything more
complicated than this column.

RULE 4: I'D DECIDE I
NEED TO KNOW MORE.
The college- or university-wide
honors program will require that
you be able to engage in
conversation with faculty and
students with an astonishing
range of interests. You will need
to acquire, or feign convincingly, a flexible, expansive
intellectual life. Your students
will find an occasional glitch
amusing (you might pretend not
to know what Smurfs are even
if you do), but current intellectual and political discourse,
even if it is contained in current
popular music, will be an
important context for other
honors conversations about the
shape of the universe, the poetry
of abstract mathematics, the
folk history of a heart-rending
ballad, or Descartes. One of my
fondest memories as an honors
director was an individual
conference with one of the
brightest students I have ever
taught, a quite rational sort
interested in artificial intelligence and linguistics and
philosophy. He dropped by one
afternoon to lament the fall of
Descartes in his estimation,
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(even though he'd read some in
French too, since he was sure
all the confusion had been
introduced in translation).
Listen to students about what
they are learning; talk with
faculty about course design.
Team-teach outside your field
and make your authority, your
expertise, More diffuse, more
suspect.

RULE 5: I'D LEARN TO
COUNT.
The successful honors director
can be radical, even dangerous,
in the ideas which he or she will
entertain, but you should be
willing to adopt the methods of
the college budget. The pragmatic use of systematic data and
the interpretation of it to
support your requests and the
ability to read a budget and to
follow the money through the
current year and into the future,
were not offered in my PhD
program to complement
Shakespeare and 20th Century
Literature, but I could have
saved myself some time and
been more effective from the
beginning if I had understood
better the tools which other
administrators used. Also, your
adventure someness should
extend, if it has not already, to
computing technology, tools for
information.

RULE 6: I'D PRETEND TO
BE EIGHTEEN AGAIN.
I know now, I'll never be 18
again, of course, but behaving
like a student will model the
curiosity and exuberance which
you want to see in your students. Some of the embarrassment and cruelty of adolescence
need not be relived, but the
freshness of argument, the
power of a new idea, is heady
honors stuff. Better than beer,
then and now.
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REGIONAL COUNCILS
The six regional councils generally meet twice a year,
once at the NCHC national conference in the fall, and
again at a centrally-located site within a region in the
spring. Regional meetings in the spring provide an
opportunity for honors students and administrators to
learn about and share mutual concerns. These spring
meetings are held at an accessible location, and are
shorter and less-expensive than the national conference. Any school can join any regional honors council
and may attend any or all regional meetings.
Northeast
Maine, Vermont, New York, Pennsylvania, Maryland,
Delaware, New Jersey, Connecticut, Rhode Island,
Massachusetts, New Hampshire, Washington, D.C.,
and Puerto Ri co
Southern
Virginia, southern kentucky, Tennessee, Mississippi,
Louisiana, Alabama, Georgia, Florida, South Carolina,
and North Carolina
Mideast
southern Michigan, eastern Illinois, Indiana, northern
Kentucky, West Virginia, western Pennsylvania, and
Ohio
Upper Midwest
western Illinois, Wisconsin, Iowa, Minnesota,
northern Michigan, North Dakota, and South Dakota
Western
Montana, Wyoming, Idaho, Washington, Oregon,
California, Arizona, New Mexico, Colorado, Utah,
Nevada, Alaska, and Hawaii
Great Plains
Nebraska, Kansas, Missouri, Oklahoma, Arkansas, and
Texas
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'lJeeyer Considerations
6y :Faith (ja6e{nick
I: Sefecting J{onors :Facufty,
Part One
Reprinted from The Newsletter for the National
Collegiate Honors Council, Vol. III No.2
(June 1982): 16.

171

t two recent Honors Conferences in which I
J-\.participated, the question of Honors faculty
selection arose. The ferment and energy of
the discussion indicated to me that this is a topic
worthy of deeper consideration. As I think about the
issue, I come up with a trajectory which begins with
faculty selection, moves to course development or
incorporating the faculty into the Honors Program,
and then proceeds through training seminars for the
selected faculty. In this article, I'd like to concentrate
on faculty selection.
Programs at all stages of development are always
faced with fmding faculty who will be appropriate for
the Honors approach to education. Departmental
Honors Programs may have an outwardly easier job
since they can rotate the assignment, but they must
deal with visible jealousies and visible differences in
teaching and scholarly competence. General Honors
Programs have more outwardly difficult administrative issues but ultimately, I think, an easier way of
proceeding since the faculty member returns to his or
her department and a new, possibly better, person
comes on board. These same assets and difficulties
hold true for college size, with the smaller colleges
being analogous to the departmental unit of a large
university and having the same problems.
Still, regardless of how easy or difficult are the
administrative tasks, the first question always is: Who
would make a good Honors instructor? Mostly I find
that people have an idea of what Honors Programs are
like in terms of academic excellence. They see it
variously as a place to try out a new course, as a
chance to teach really bright students, as a way of
delivering their graduate material to an undergraduate
audience. Thus, who would make a good Honors
instructor is not easily answered initially because the
faculty are bringing in their idealizations and perhaps
past experiences to the Program. Not surprisingly, the
most traumatic time for most of your Honors instructors occurs during the first few weeks of the semester
when the idealized Honors Student changes into an
Undergraduate! It is perhaps at this nexus that good
Honors instructors become apparent.

In our Program, we believe that most people who
are flexible can be trained to be Honors instructors.
This democratic posture, which may seem paradoxical in an Honors course, works well for us. Being
democratic doesn't mean that we don't make choices
among faculty, for we do. It does mean, however, that
once people are selected to join our faculty, we see
them all as potentially capable of becoming fine
Honors instructors.
Instructors from the University either request the
position or respond to a general invitation which we
issue each year. Instructors from outside the University are personally recruited or hear about us through
informal networks. Since we offer about 20 special
seminars each semester, we need to have a pool of
about 30 from which to choose. Thus, we keep up a
steady posture of recruitment and invitation. And I
contact by phone everyone who shows an interest in
teaching in our Program. I explain who we are and
what we're about, and I tell each person what I would
like as a first step in applying to teach in our Program.
Some people never submit their materials.
All potential Honors instructors must submit a
one-page course description, a one-page pedagogy
statement and a copy of the Curriculum Vitae. I
screen all of these applicants. I look first for breadth
of scholarly accomplishments. (An excellent background in 16th century English drama mayor may not
be an effective kind of preparation for teaching in a
General Honors Program.)
I also look for evidence of a flexible, questioning
posture towards education and a willingness to look at
the teaching enterprise as a matter as serious as
traditional scholarly research. I like to interview in
person most applicants in order to verify my inferences and begin to communicate in more detail what
we, in the General Honors Program, want from our
instructors. Course descriptions are often rewritten;
titles are reworked; emphases are redirected; readings
are adjusted. As much I can, I try to provide a realistic
picture of our Honors students, commenting on their
strengths and weaknesses. Occasionally, people drop
out of the process at this point, too. Others don't
really listen; some use the information to continue to
refme their seminar and their role as an Honors
instructor.
This process takes about three months. At the end
of that period, photocopies of all materials are
assembled into packets and given to our Courses and
Curriculum Committee which consists of four Honors

45

WINTER 2001
students, four faculty members at the University and
myself as Chair. I provide information as is needed,
but, by and large, take a facilitative rather than a
directive role. This step is a check against my
impressions and allows other perspectives to be heard.
Refinements are made, here, also, and I then carry
back these suggestions to the faculty member. Even if
someone is not selected, he or she has already had the
advantage of several hours' consultation on the course
proposed.
It is not uncommon to have strong disagreements
on what courses will be successful and what teachers
will perform well because there are a variety of views
in the committee about what a "successful" Honors
course really is and what criteria really are necessary
in a good Honors instructor, all of which brings us
back to our original question.

II: Training J{onors :racufty,

Part Two
Reprinted from The Newsletter for the National
Collegiate Honors Council, Vol. III No.3
(September 1982): 14-15.
~

very common belief held on university

J-l campuses (and in many Honors Programs) is
that scholarly ability and pedagogical skill
are necessarily related. We all know that sometimes
they are and sometimes are not, and therefore we
cannot uniformly assume that we find both kinds of
qualities and accomplishments in our colleagues. As a
matter of fact, sometimes they are dramatically split.
The problem I often experience is trying to work with
an eminent scholar who knows very little about
teaching honors undergraduates or with a very
enthusiastic teacher who offers slim course content.
Part of the selection and training of faculty thus
involves consciously choosing people from both ends
of the spectrum (distinguished scholars, talented
teachers) as well as from the moderated middle.
Bringing them together in faculty seminars to discuss
their courses as they progress through the semester
can produce stimulating and fascinating results. By
and large, I have found that what can unite these
outwardly different types is a sincere interest in
Honors education and a special ability to learn. What
they learn is quite unpredictable, however.
Over a period of two years, I negotiated with a
faculty member who does brain research and who had
expressed an interest in working with Honors students. He had been teaching graduate students, but
spent most of his time doing research and publishing
his work. His university life consisted primarily of
working with experts or apprentice-experts (graduate

students). We met and talked many times over the
telephone about working with undergraduates who
were bright but lacked specific technical knowledge
about his speciality. He was frankly dubious about his
ability and willingness to work with these undergraduates. I knew that in order for him to work well
with our honors students, he would have to apply his
research skills to investigate the needs of his students.
As he did that, he might have to compromise the
quantity or even the depth of the material to be
addressed. Neither he nor I was convinced he would
wish to work in this way.
Still, we went through the process described in my
previous article. Before his course was submitted to
the Courses and Curriculum Committee, however, he
delayed his commitment to teach until the following
year. I put away his folder and privately concluded
that his priorities did not include Honors teaching.
What actually happened surprised me and gave me
new insights into working with new Honors faculty.
As it turned but, he was assigned to teach the Honors
section of the introductory course in his department.
This experience proved to be very valuable in
introducing him to young Honors students. He saw
that these students had many, many questions, and in
response he began to prepare more solidly factual
lectures. He made recommendations to redesign the
way this course was taught and evidently began to be
enthusiastic about teaching his seminar.
When he arrived at the first faculty seminar, he
became one of the spokespersons from the "scholarly" group who advocated a more personal teaching
approach. At our early faculty meetings, he talked
about ways to care for the needs of students who had
no technical expertise in the professor's specialty.
Instead of haughtily complaining about the great gaps
of ignorance he had discovered, he responded by
setting up a small reference library in our office with
a range of texts to meet the various levels of know 1edge he was finding. The books included some used
in Freshman courses as well as some used in medical
schools. He learned the students' names during the
first class and encouraged them to keep journals.
When the students objected to the casual grading
procedures which are more usual in graduate seminars, he devised a special grading schedule. If a
student missed several classes, he checked with me.
At the end he handed me a faculty evaluation form
from which I'd like to quote: ~'The students gained an
impressive level of neuroscience sophistication in a
short time, even those with no biological background.
They also gained a deeper insight into the nature of
the mind-body problem than I had hoped for. I was
very gratified at the way the final seminar session
went, which was a discussion of this issue. Overall, I
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found this course to be a genuine treat to teach. I'd
be· glad to do it again in a few years."
This example can be a typical one for faculty who
participate in faculty seminars. Although this
person's attitudes began to change partly as a result
of a preliminary experience teaching an honors
section of a non-honors course, there were still many
misunderstandings or myths, which this professor
carried into the program and which could be
(,!xplored in a supportive, inquiring atmosphere.
Learning students' names, for example, is not always
as commonly practiced as one would hope. Yet
talking about the importance of creating a friendly,
collegial atmosphere facilitated some faculty's
ability to see the importance of using the first class
to learn names and set out clear course goals. The
positive response from the students usually supported this initial change and encouraged other
teaching risks. Not every change worked, of course.
Yet, again, disappointments were considered in a
climate of learning about teaching.
In my last column, I asserted that "most people
who are flexible can be trained to be honors instructors." Not having been deluged with mail contesting
this assertion, I now would like to add a few more
characteristics. Good Honors instructors are competent learners: they are involved with their course
material, but they are able to generate questions
about the material and to guide the students in the
critical process. Above all, they are willing to engage
in a dialogue with their students which will risk their
arriving at a point beyond the pool of knowledge
with which they, as students and teachers, have
familiarity. One's competence as a scholar and asa
teacher is ever on the line or should be. As I hope
has been evident from the above vignette, the
teaching experience or dialectic may generate ideas
about Honors teaching which are new and exciting
for faculty. And I must admit that witnessing this
creative process and facilitating its growth is always
rewarding and, in special cases, even inspiring.

III: J-{onors Identity
Reprinted from The Newsletter for the National
Collegiate Honors Council, Vol. IV No.1
(March 1983): 5.

r

here is a big difference between people who
identify themselves as members of an
Honors faculty and those who just teach
Honors courses. The joining of teaching with Honors
program goals is a process which needs continual
monitoring and development. I would submit that
the stronger the identification with honors teaching,
the more fruitful will be the honors work, in class
and with other honors activities. I have worked with
two models which actively promote honors identity,
and I would like to describe them in this article. I
would also welcome responses from readers who
have additional experiences to share.
When people begin to develop a certain glint in
their eyes which says, "I'd like to have an honors
program," there usually occurs a rush of activity, a
courting of people in various departments, and a
scheduling of meetings to plan the program. Eventually, after much labor and a few false starts, a
program is born. During this important gestation
process, many discussions occur around the meaning
of honors, the types of students to have in the
program, the curriculum, and the caliber of the
faculty. Often the future honors director is a member
of this honors committee as are some or all of the
future honors faculty. Like any creative activity,
honors program-building tends to unite diverse
individuals and to provide an indispensable time for
these individuals to bond to honors goals as they are
eventually set forth by the committee.
Here, in its early state, is an honors faculty
identified with honors goals. These moments of high
enthusiasm and renewal create a wonderful optimism about teaching possibilities. Sustaining this
enthusiasm and commitment is the job of the honors
director, and one of the very good reasons for

Honors Web Sites
NCHC
Northeast Regional Honors Council
Mideast Regional Honors Council
Southern Regional Honors Council

http://www.radford.edul-nchc
http://www.oswego.edulnenchc
http://members.xoom.com/mehapage/index.html
http://www.utm.eduldepartments/acadpro/honors/srhc
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choosing an "inside person" as the first director
would be to allow that cooperating committee to
continue its job with a person whose views are
known. In fact, maintaining that organizing or
parental honors committee is probably an important
decision in regard to the life of the program.
Unfortunately, many people do not have the
pleasure of designing and implementing a new
honors program. They come to honors teaching in
many ways, but importantly, they come to a program
which is established and has a history within the
college or university. Helping these faculty, who
already have other professional identifications, to see
themselves and their colleagues as an honors faculty
is an important challenge for an established program.
We must work in honors to promote something
called an honors community among our faculty so
that they feel they are making an active contribution
to the honors program.
At the University of Maryland's General Honors
Program, we engage in many community-building
activities. After honors faculty are selected and their
courses are published in our semester course
brochure, we have a reception for these teachers and
honors students during pre-registration. The faculty
make mini-presentations; students ask questions; the
honors program provides the refreshments. Each
semester after this meeting, the atmosphere is elastic,
especially among the faculty who, for the first time,
have heard what their colleagues will be teaching.
Many faculty members exclaim, ''I'd like to take all
of these courses!" and in fact, some people do sit in
on each other's classes. Others exchange resource
information. The feeling at the end of this meeting is
one of enthusiasm and joining. The faculty see
where they fit in and begin to think actively of
preparing for their courses the following semester.
At the beginning of the actual teaching semester,
we sponsor a faculty brunch where we actually talk
about the honors program, its history, the kinds of
students we have, and the philosophy of education

we espouse. Faculty are given materials which
describe honors students and articles which concern
pedagogical issues. The remaining meetings (two or
three) for the semester are conducted as Brown Bag
Lunch Seminars. We discuss issues which the faculty
present: how to generate discussions, how to grade
honors students, how to work substantively with
bright undergraduates who may not have much
knowledge about the field being investigated. We
discuss more general topics, too: the nature of
interdisciplinary education and, inevitably, the role
of the General Honors Program at the University.
Additionally, we alert one another to speakers or
special events occurring within the seminars and,
where appropriate, we publicize these events to the
larger honors and university community.
The results of these events and discussions are a
sense of collegiality and shared effort. Teachers are
clearly learning about teaching honors students, and
many want to return with a revised course and a
revitalized view about teaching. People have shared
competencies, problems and inspirations; and most
everyone (even the student!) has fun. Afterwards, we
as administrators of the program know that we have
new, informed friends residing in the university
community. Writes one of our distinguished faculty
members: "Thank you for shepherding me through
my first semester in the honors program. I appreciated your open-minded support, your efficiency in
attending to details, and your genuine desire to foster
the best in faculty and students alike. I shall miss
being a member of your team."

More Honors Web Sites
Upper Midwest Regional Honors Council
Great Plains Regional Honors Council
Western Regional Honors Council

http://www.ndsu.nodak.edu/instructicinicol/htmlIUMHCIHTM
http://www .okstate.edulhonors/gphc.html
http://nebula.honors. ullf.edu/wrhc/

THE NATIONAL HONORS REPORT

48

The :Mc1Jona{as® :Menta{ity
6y .J\.rno :J. Wittig
Reprinted from The National Honors Report Vol. XIV No. 1 (Spring 1993): 32-34.

:r

or years, I have wanted to write an article or column with this title. Bob Rhode's recent
editorial, "The Disenchanted Generation," [see the Winter 2000 issue] has finally prompted
me to do so. What follows may be categorized as editorial response and/or academic

catharsis.
While I am not certain that "most of to day's traditionally-aged honors freshmen" really do all the
things Bob listed on the second page of his editorial, I will venture to say that a majority of all college
freshmen do, and many of the honors students are counted in the group.
I blame it all on Ray Kroc.
Why, you ask, pick on Ray Kroc, when television
is such an appealing target? My answer is that much
of what provokes the appetite of the mind results
from behaviors associated with the appetites of the
stomach. Take away the latter, and the former
disappear as well.
Consider all that is wrong with the fast food
industry ... and as you do, think about how these
choices might relate to the industry of the mind.
• Choices are limited and the atmosphere in which
those choices are presented is ritualistically the
same.
• One need not even enter the establishment and
its oppressive atmosphere, but rather, can communicate solely with a disembodied voice and the hands
and arms of the take-out window personnel.
• There is no need to learn social manners; none
apply in a fast-food establishment except the most
rudimentary. How often have I heard the question!
lament, "What do I do with all this silverware?"
asked at some nice campus affair?
• There is instant gratification. No effort is
involved in selection, preparation, consumption, or
clean-up.
• There is penurious attitude - one saves at fast
food establishments .. saves money, saves time, saves
effort, saves having to think.
I would continue with my list except I fmd I get
so annoyed with the entire feeling created by the fast
food mentality that I force myself away. Add to my
list as you, the re?der, might wish.
My point is that I believe the students are not
disenchanted, but (small pun intended) disenfranchised. They have not neglected to develop skills, as
Bob claims, but rather "lave been reinforced for
behaviors that simply do not require any skill
development. Since Ray Kroc popularized the

McDonald's® mentality, our entire educational
system has followed his lead. Mutely pushing the
right panel on a screen, selecting the appropriate
choice with a mouse, punching the correct key,
watching (passively) the video, or using a computer
to search for abstracted or condensed information
have replaced reading & writing, speaking, and
researching. The franchise does it for you.
News is what VHI presents in 90-second sound
bites with a spin. A newspaper's major function is to
provide television and movie schedules, and books
are endured for classes only.
Even granting all these, why pick on
McDonald's®?
My answer is to consider what McDonald'® has
led us to do. Perhaps more than anything, I believe
we have stopped gathering as multi-generational
groups of people who assemble to eat meals together. In the United States today, of those who eat
breakfast (and many do not), over twenty-five
percent do so in the automobile. People do not
gather to start the day and discuss what might be
expected of that day.
Lunch and dinner are often more of the same. The
evening meal, only a generation ago the chance to
assemble and discuss the results of the day's
activities, news of the world, and prospects for the
future, is now, if not a Styrofoam delight from the
drive-up window, something nuked in the microwave to be consumed while staring at the television
set. Conversation is no longer part of eating.
In simple psychological terms, short-term reward
(the instant gratification I mentioned before),
dominates our society. If it's quick and easy, it's
good.
From my perspective, Bob's list of academic
problems becomes easily interpreted: reading &
writing, speaking, and researching have not been
rewarded. "Knowing what" is all too often all our
students have behind them when they arrive at
college, not "knowing how."
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Research that takes but one poorly-spent hour
finding abstracted materials with some computer
search mimics the now-common fashion of eating
that takes only fifteen minutes. There is no preparation, a limited choice, no interaction during the
consuming process, and little or no clean-up afterwards. Learning the methodologies for research is
not needed any more than learning how to bake,
broil, baste, or barbecue. New ideas or interests are
anathema, just as anything out of the ordinary would
be likely to create a major scare for a McDonald's®
customer.
McDonald's® most adventurous outings of recent
times, for example, have been some pseudo-Mexican
undertakings and some pizza, rip-offs of other fast
food franchises. Imagine a fast food restaurant that
instead of the expected fare, served lamb, squid, or a
pasta with pesto sauce if you need some sense of
what would drive people away from the arches.
Our students are media junkies for the same
reason they are fast food junkies-no effort is
required. They save, often to buy a car that provides
identity of the self (the economical rather than
philosophical self that Bob describes). They ARE
afraid of something new-even a trip to a new and
different region or country is marked by a search for
the arches.
Traveling in Scotland with students, I sat with
them at the table for our first evening meal. On this
packaged trip, we had a limited menu from which to
choose. After perusing the choices for an entreesteak-and- kidney pie, filet of sole, or lamb-the
student sitting across from me said, "Arno, there's
nothing I can eat!" Days later, that student and his
companions were thrilled by the sight of the golden
arches in Edinburgh, although annoyed that they had
to pay extra for ketchup.
Back to Bob's list: Safety in not knowing is yet
another of his concerns I see related to the
McDonald's® mentality. Students do not want to
know what parts of the animal comprise the hamburger meat. Beef heart? "Don't tell me that!" Ideas
that challenge accepted forms of behavior or
attitudes are not any more appealing than an unusual
food.
Argumentation matches the burger wars of recent
past of the current cola wars. There's bias and
opinion, but no concern for another's opinion.
Historical consciousness cannot escape the pressure
of current technology. A student recently said to me,
"You mean you peel potatoes and make your own
french fries?" Such a thing comprised technological
primitivism of an unfathomable nature. Imagining a
world without television, transportation, or the
arches constitutes an absolutely stunning thought
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pattern for many traditionally-aged freshmen ... and
their expectation of a world without instant gratification for little or no effort is what we, as teachers,
must confront.
So how do we combat this McDonald's®
mentality? How do we convince the students that life
is not just a Kroc?
While there may be answers to those questions, I
will offer only two. Grey Austin, in his "Thoughts
About Rhode's Scholars," has touched on one by
talking about the need to serve as role models. Many
of our students still come from families where the
spirit of adventure means nothing more than taking
one of the scary rides at the amusement part ...
usually before, rather than after the visit to the
arches.
We have to show our students that risks can be
rewarding. We have to create an attitude that says,
"Explore ... inquire ... think critically about what
you know and what's new". And as Grey says, we
must be consistent in doing this. I think every class,
for example, can start with a few minutes devoted to
the coming events on campus, or a new book, a
particularly interesting article or a special upcoming
television show. To stay in the perspective of this
article, even a new food or recipe to try might be
worth discussing. It matters not what the course
content might be; every class can start by planting
some intellectual seed.
The role model teacher does not decry the
amusement park ride. Rather, the teacher says there
are new and more significant risks worth considering. For example, the teacher might show how the
seeming risk of meeting someone new-perhaps an
international student-can open many different
possibilities. There can be new ways to interpret
social activities, ways such as those found in
collectivist cultures rather than our individualistic
culture. There can be new ways for communicating,
perhaps new gestures to learn. There can be new
ways to learn about treating pain, such as acupuncture or meditation. And yes, there can even be new
foods for tasting. The role model teacher gives
examples from his or her life and says, if you ask
me, I'll help you grow into same.
My second suggestion is really a corollary to the
first. I have the strong beliefthat the really good
teacher understands the students' world and uses that
knowledge to advantage.
Answer honestly, readers. How many of you can
make distinctions between "Vogue," VOGUE, en
vogue, and En Vogue? Perhaps the choices are
unfair, but if you really can give four distinct
responses, you may truly be in touch with what your
students are thinking and doing. For those of you
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wondering what I think the answers should be,
"Vogue" is a Madonna song and video that plays on
the images of former beauties such as Jean Harlow
and Marilyn Monroe, VOGUE is a high-style
fashion magazine, en vogue is French for in fashion
or popular, while En Vogue is a popular singing
group that performs songs such as "Free Your
Mind," songs that have lyrics manifesting strong
social consciousness.
Why must you understand the students' world?
My belief is that it lets you move them away from
their fast food, pre-packaged world to a world of
ideas and critical thinking you know should form the
core of a good education. It is reasonably easy to
start with an example from the students' current
perspective and transform that selection to one that
opens new ideas.
An illustration helps make the point. Bob
mentions the "Letterman-like quips" that substitute
for intelligent conversation. (Thanks, Bob, for the
indirect plug for Ball State, even though David's
humor is not represented in the best light.) One of
Letterman's favorite targets has been another
Hoosier, Dan Quayle. Students are very familiar
with this and with David's Top lO lists. It is very
easy to start with one of those Top 10 lists about
Quayle and go from there to many other topics:
political humor in general, the history of the vice-

presidency, media activity in politics, social psychology, social psychology, fashion, or the therapeutic
benefits of golf are all possibilities.
If, instead, the teacher decides to start the class
with a discussion about Spiro Agnew, the class is
lost ... lost because they see no tie to their sense of
today, and lost because Agnew is an unrecognizable
figure from history. David Letterman is now,
Madonna and En Vogue are now, and Dan Quayle is
now. If the teacher really wants to get at Agnew, it
will be much easier to start with Quayle. Teachers
who refuse to operate in the students' world miss a
good chance to take the students from McDonald'smentality-the way they currently view the worldto a level of critical thinking and skill development
that can change that view.
Bob Rhode despairs, seeing an age of disenchantment that "bodes a menacing future for this country."
I hope he's wrong. I truly believe that if we, the
teacher, can expand the diet of our students' minds to
more than just fast food, the respect for a good
education can once again be an important part of the
college experience. I do not believe the students are
unreachable. Rather, as I have tried to make clear, I
think they can learn if we reinforce them for the
right choices ... something I believe can be accomplished by creating the right (read that as meaning
something other than a fast food atmosphere).
Let's try.

What is the NCHC?
The National Collegiate Honors Council (NCHC) was established in 1966 as an organization of American colleges
and universities, students, faculty, administrators, and those interested in supporting honors education. Historically,
the honors movement has been a catalyst for positive change in American higher education. Many of its innovationsundergraduate research, study abroad, experiential learning-have become standard features of mainstream postsecondary curriculum. NCHC members, both individually and together, continue to respond to the special needs of
exceptionally talented and motivated students through a wide variety of programs and activities.
-NCHC encourages the creation of and renewal of honors programs by offering popular annual workshops:
Beginning in Honors©, Developing in Honors, and Students in Honors.
-NCHC supports existing honors programs with a full slate of national, regional, and statewide conferences, forums,
and workshops.
-NCHC promotes a better understanding of current issues and developments in honors education through its two
publications, The Journal ofthe National Collegiate Honors Council, a scholarly journal, and The National Honors
Report, a professional quarterly.
-NCHC creates new learning opportunities for students: theme-based Honors Semesters, in places like Appalachia,
the Grand Canyon, and Greece; and Sleeping Bag Seminars, where students from several institutions get together for
a weekend of theme-based learning and socializing.
-NCHC sponsors a wide range of committees and programs that support specific constituencies, such as Large
Universities, Small Colleges, Science & Math, Two-Year Schools, as well as committees and programs that address
specific concerns of honors education, such as Teaching and Learning, Evaluation, and Research.
-NCHC provides grants through its endowed Portz funds to support innovations in honors programs.
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Se{ection Of J-{onors Students
by John L. 3-fo{{and
Reprinted from The Superior Student Vol. VII No.2 (MarchiApril 1965): 16-19.

' " Ithough many people

J-l have been excited by

honors, fellowship, and
scholarship programs, few
people have expressed a similar
concern with the process of
selecting students for such
programs. This situation exists, I
think, because the concepts of
intelligence and academic
aptitude have captured the minds
of the typical faculty member
and of the public generally. Both
groups are so thoroughly
indoctrinated with these concepts
that they find it hard to consider,
let alone believe, that there are
other equally important signs of
student potential. That honors
programs have not escaped the
indiscriminate use of these
concepts is clear from the
frequent use of grades and
academic aptitude as the principal tools for selection and
maintenance of good standing.
My purpose is to review some
of the myths about the selection
of talented persons and to
suggest some avenues for
selection which will be helpful to
students and faculty.

SELECTION FOR WHAT?
It is helpful to emphasize first
the need to defl!1e the goals of
the selection process and to
indicate their relation to the goals
of the honors program itself. This
problem might be summarized as
"selection for what?" Unless we
defme the goals of the program,
the choice of selection devices is
more likely to be an irrational
rather than a rational process.
Worse, if there are no compelling
reasons for using a particular
plan of selection, the selection

becomes somewhat aimless, and
the evaluation of the honors
program becomes meaningless.
Put another way, if you don't
know what the goal is, you can
neither establish an appropriate
selection method to get there nor
can you learn anything important
about the outcomes of the
program in question, including
how you might have a better
program next year.
Although honors programs,
educational institutions, and
businesses see virtue in such a
simple idea, they rarely do
anything about it. I have inserted
it here only as a preface for
something else I want to say; I do
not expect anyone to take the
time to develop an explicit,
internally consistent statement of
their goals and to make their
selection process conform to their
goals.
In addition to the tasks of
defining the goals of an honors
program and the goals of the
selection process, there is the
corollary need to define the
criteria of student success in the
program. Does a high honor
point ratio, [GPA] for example,
represent the chief and most
desirable outcome of the honors
program? Are there other
outcomes which are important
signs of progress which we
should look for? For example,
should a student's progress be
evaluated in terms of several
formal standards: (1) traditional
HPR [Honors Program Requirements], or does the student have
any substantive knowledge; (2)
some tangible product which
demonstrates persistence,
independence, and originality;

(3) some evidence of the
student's ability to think critically; and (4) some other signs of
personal and intellectual development. The use of such a profile of
standards might stimulate more
explicitly the apparent goals of
honors programs.
The use of grades as the chief
criterion can only serve to
reinforce the kind of intellectual
activity we get now from students
generally. This assertion is not to
say that any student should be
admitted to an honors program.
Honors students must be able to
meet the level of academic
competition inherent in their
college's program. Scholastic
aptitude tests and high school
grades are useful in the selection
of students who can meet this
level. But, if faculty wish to give
equal attention to the development of other types of accomplishment, then measures of
academic achievement should not
be set so high that the majority of
students with other "valued"
talents are eliminated by excessive academic standards. The
setting of extremely high academic standards seems occasionally to be a method to avoid
responsibility for a more complex
and troublesome selection
process.
The typical standards for
admission to an honors program
suggest that faculty have decided,
at least implicitly, to select and
encourage proven or established
academic talent; high grades and
high aptitude test scores are the
typical standards for admission.
Would it not be valuable to admit
students with non-academic talent
but with less than outstanding
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academic potential? For
example, should not honors
programs and colleges be
concerned with the development of non-academic talent;
that is, the development of
outstanding leaders, businessmen, artists, musicians? Current
honors programs appear to
concentrate largely on the
potential academician.
In the past five years, various
investigators have repeatedly
found that at high levels of
scholastic aptitude, aptitude and
achievement measures have
little relationship to originality,
leadership, and vocational
achievement. In a recent
unpublished study, the relationship between measures of
academic achievement (ACT
scores or high school grades)
and non-academic accomplishment ranged only from -.09 to
+.23 with a median of .04. In
other words, academic and nonacademic accomplishments
were unrelated. These results
are remarkable, since the large
sample of students (N=7262) in
24 colleges represented a full
. range of academic talent, and
since multiple criteria of nonacademic and academic
accomplishment were employed. For practical purposes,
our results make clear that
academic and non-academic
accomplishment are indepen"
dent dimensions of human
endeavor. To rely on academic
potential as the chief method of
selection is in fact then an
ineffective method for the
selection or encouragement of a
variety of student talents.
Although the world needs a
diversity of talents, current
educational practice is simply
not conducive to diversity.
To some extent, this criticism
of current honors programs is
softened by the existence of
honors programs in diverse
fields within an institution. At

53
the same time, the number of
students in honors programs
who fail to live up to faculty
expectations make clear that the
typical selection methods need
improvement.
TOWARD BETTER
SELECTION
If one is able to review our
current knowledge of how to
identify a talented person, at
least one principle is readily
apparent: past talented performance forecasts future talented
performance. More concretely,
if you want students who can
work independently, who can
cope with complex problems in
original ways, and who will
perform well in an honors
program, you should look for
students who were doing these
things earlier.
Assuming then that an
honors program wants such
persons, it is necessary only to
poll students for their record of
academic, and particularly their
non-academic accomplishments. Faculty can perform this
task by interviewing students-a
formidable and somewhat
unreliable technique, or they
could develop a simple information blank to accomplish the
same task. Many admissions
forms start this survey, but
generally the typical admissions
blank is the battleground for so
many special interests that it
indeed looks as if a committee
put it together.
The ACT Program now
provides such a form as an
integral part of its test battery,
but any enterprising faculty
with time and skill could devise
a similar form. The recent
independent study project by
Lake Forest, Allegheny, and
Colorado colleges will also use
a record of past achievements
and activities as a tool in the
selection of students. This
orientation is, of course, what

we do in large part when we
select competent faculty and
employees. We want to know
what the applicant has done and
can do, not what he looks like,
or how high is his aptitude test
score.
In a study of high-ability
students judged to be capable of
independent study, Heil found
that students rated high were
also categorized as "selfsufficient and serious" rather
than "taking." The use of an
interest inventory makes then a
discrimination which is similar
to that we obtain from a simple
record of the student's past
accomplishment.
There are, of course, a
number of originality, in de pendence, persistence scales that
might be used. Unfortunately,
the current excitement about
tests, particularly scales
containing items which cannot
pass the test of common sense
and Americanism, militate
against the use of such devices
in large-scale testing programs.
The need for measures of
potential is still acute, for the
use of past records of accomplishment will eventually take
on the same fatalistic qualities
that scholastic aptitude and high
school grades have now.
The use of faculty interviews
is largely a fruitless enterprise
for different reasons, although
the process makes faculty feel
helpful. Faculty frequently
cannot agree on what the task
is, and if they can, there is no
simple way to pick good faculty
scouts from poor faculty scouts.
Worse, using faculty to assess
student potential is an atrocious
waste of talent in itself. If,
however, an honors program
wishes to eliminate certain
specific kinds of students-such
as walking schizophrenics, onelegged students, white students,
etc. then interviews are perhaps
the method of choice.
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NEEDED RESEARCH
Perhaps the greatest shortcoming of the current honors
movement is the general failure
to capitalize on the learning
opportunity inherent in each
program. What has been
"learned" is largely a series of
principles which we have to
take on faith.
There is still time to learn
something important, but unless
a few honors programs are
examined with a minimum of
scientific sophistication, the
honors movement may be
gobbled up in the next popular
movement. Deans and college
administrators will have no
more rational basis for the
support of an honors program
than they will have for a new
program devoted to the same
ends. Even a few, simple,
factual accounts of selected and
rejected honors candidates, their
educational record, and their
collegiate careers and accomplishments would go a long way
toward the creation of better
honors programs.
It seems useful to speculate
what would happen if we
compared a group of honors
students and a group of nonhonors matched for their
intellectual potential, socioeconomic background and perhaps
their initial aspirations for
educational level and choice of
career. I cannot answer this
question, but the administrators
of honors programs should, I
think, be able to give us a
clearer picture of the expected
differences. Whether they
accomplish the task by thinking
about the problem or by
studying students, they can give
the selection process a rationale
which will foster a more
rational honors program.

NCHC Publications
Beginning in Honors by Samuel Schuman (1989, 53pp.)
Advice on starting a new honors program. Covers
budgets, recruiting students and faculty, physical
plant, administrative concerns, curriculum design,
and descriptions of some model programs.
A Handbook for Honors Administrators
by Ada Long (1995, 117pp.)
Everything an honors administrator needs to know,
including a description of some models of Honors
Administration.
Honors Programs: Development, Review, and
Revitalization by C. Grey Austin (1991, 60pp.)
A guide for evaluating and revitalizing an existing
program.
Evaluating Honors Programs: An Outcomes Approach
by Jacqueline Reihman, Sara Varhus, and William R.
Whipple (1990, 52pp.)
How to evaluate an existing honors program.
Honors Programs at Smaller Colleges
by Samuel Schuman (1999, 53pp.)
How to implement an honors program, with particular
emphasis on colleges with fewer than 3000 students
(Second Edition).
Place as Text: Approaches to Active Learning
edited by Bernice Braid and Ada Long (2000, 101pp.)
Information and practical advice on the experiential
pedagogies developed within the NCHC during the past
25 years, USing the Honors Semesters and City as
Text© as models, along with suggestions for how to
adapt these models to a variety of educational
contexts.
Teaching and Learning in Honors
edited by Cheryl L. Fuiks and Larry Clark (2000, 128pp.)
Presents a variety of perspectives on teaching and
learning useful to anyone developing new or
renovating established honor curricula.
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J-{onors ana Non-J-{onors Stuaents:
J-{ow Different are Tliey?
by Thomas r.B. 3farte
Reprinted from The National Honors Report Vol. XV No.2 (Summer 1994): 12-14.

I

sometimes tell my students that the difference between honors students and other students is this:
when the professor walks into a classroom and says, 'Good morning," the students all say, "Good
morning" right back. But when the professor of an honors course walks into an classroom and
says, "Good morning," the honors students all write "Good morning" in their notes.
My students know, of course, that I'm just being
facetious. After all, I hope they are doing something
more productive in my course than merely taking
notes in the first place.
But the question of differences between honors
and non-honors students is an important one for our
current purposes because the goal of carrying honors
approaches over into non-honors courses will only
be successful to the extent that we clearly understand
the nature and extent of those differences. If our
attempts to transfer honors approaches to non-honors
courses is based on a false perception that the two
populations are more different than they really are,
we might be more formal in our efforts than we
should be. On the other hand, if we see the two
populations as more alike than they really are, our
attempts to use similar approaches with them will be
unsuccessful.
So the purpose of this presentation is to explore
briefly what I see as the differences and similarities
between honors and non-honors students. (By the
way, don't you wish we could find a better antonym
for honors than non- honors?) I shall do this from the
perspective of having taught the same courses to
both student populations.
First, let me tell you a little about the courses.
There are two of them, and both are offerings which
have been adapted to the honors curriculum, as
opposed to courses created expressly for it.
The first is a course in fundamentals of public
speaking, which is a freshman/sophomore course,
and the other is a course in political communication,
which is an upper level course for juniors and
seniors.
In both instances I have attempted to adapt the
course to honors students in a qualitative as opposed
to a merely quantitative way. In other words, I see
the difference between an honors section of a course
and a non-honors section as I suspect you do: not in
terms of how much more work honors students must
do, but instead in terms of how much different their
work is.

The difference, of course, can be the result of
variations in course content, process, or products.
Thus, for example, in the public speaking course,
honors students do the same number of speeches of
the same length as those done by students in the nonhonors sections. However, the nature of those
speeches is different and, I hope, more challenging
for the students enrolled in the honors section.
Consequently, the final speech in the honors section
is done from a manuscript, a more advanced
technique which permits greater attention to matters
of style and language than is ordinarily possible with
other approaches. The non-honors section does the
same sort of speech, but there is no demand for
eloquence. Similarly, in the political communication
course, both sections do a unit on political commercials. But the non-honors section may be asked only
to examine political spots and analyze them; the
honors section is asked to actually write a spot and
produce it. So, while the honors and the non-honors
sections of these courses are different, they are still
the same courses and they have thus afforded me an
opportunity to see first-hand some of the differences
and similarities between honors and non-honors
students.
So let me tum my attention now to that question:
how alike and how different are honors and nonhonors students, at least from my vantage point as an
instructor of both. My answer to that question is
two-fold. My first point is that honors students are
more different from their non-honors counterparts
than we sometimes realize. And my second point is
that honors students are more like their non-honors
counterparts than we sometimes realize. Let's look at
those two propositions one at a time.
Clearly, honors students are different. Obviously,
they are intellectually and academically more able
than their non-honors counterparts; that's why they
are in the honors program in the first place. Although
this is self-evident, it's worth noting how fundamental such differences can be when multiplied over an
entire class.
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Take, for example, the two
sections of our basic speech
course that I'm teaching this
semester. One is for non-honors
students; the other is for honors
students. The statistics on high
school rank clearly show that
these two classes are not at all
alike with respect to academic
achievement. In the non-honors
course, 15% of the students
were in the top 10% of their
high school class. An additional
10% were in the second tenth
and 25% were in the third tenth.
That's not too bad: half of these
students were in the upper third
of their high school class. But
look at the honors section. In
that course, 65% of the students

are more serious about their
studies. They give the business
of being a student a high
priority.
A few weeks ago, for
example, I asked students in
both of my sections of the basic
course to submit their speech
topics to me so I could provide
some feedback as they embarked on their next assignment. Since the topics were
turned in on a Thursday and the
class did not meet again until
the following Tuesday, I told
them that I would have my
written reactions available to
them at my office the following
morning so that they would
have access to my comments

student a "B," let alone a 'C."
It's gotten so bad with one of
my colleagues that she now
threatens to lower a student's
grade by ten points anytime he
or she brings up the subject.
That may take care of the
problem for her, but it nonetheless underscores how important
the GPA is for these students.
While on the one hand we
might admire or take advantage
of such motivation, it may also
discourage such students from
taking risks as learners so that
what we have, ironically, is a
situation where the very
students who are best equipped
to be academically and intellectually adventurous are some-

"In other words, we must be careful that we don't assume that because honors
students are intellectually advanced that they have automatically learned
certain skills. "

were in the top 10% of their
high school class. And all of the
rest of them were in the second
10%! To say that these two
groups differ with respect to
academic achievement is quite
an understatement.
Given this inherent difference in academic performance,
it is not surprising that honors
students, I have discovered, are,
on the whole, more responsible.
Although I have also discovered
that some honors students can
be just as indolent as any others
(and I hadn't expected that at
first); in general they are less
likely to skip class, tum
assignments in late, or come to
class unprepared. Although they
may not necessarily see learning
as an end in itself, and in that
regard can be just as pragmatic
as other students, as a rule they

over the weekend. As you might
have guessed, virtually all of the
honors students showed up the
next day to pick up their papers,
some as early as eight in the
morning. A much smaller
percentage of the other students
showed up, the rest contenting
themselves to wait until the next
class period to receive their
feedback. In fact, I think there
are still a couple who have yet
to pick up their papers!
No doubt this behavior
reflects another difference
between honors and non-honors
students: their concern with
grades. If you think students in
general are grade conscious,
wait until you teach an honors
course. At frrst I was simply not
prepared to deal with the
genuine anxiety that results
when you give an honors

times the least apt to be so.
So honors students are
fundamentally quite different
from other students in terms of
their approach to academics.
And it's those differences that
can make teaching such
students so exciting. But we
need to be careful that those
differences don't blind us to the
similarities which honors and
non-honors students share.
Differences in one area do not
necessarily spell differences in
others. Thus, my second point,
that honors students and nonhonors students are really much
more alike than we sometimes
think.
Let me tum to that topic.
First, I think it is important to
realize that while a bright
person may have less trouble
learning certain skills, intelli-
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gence alone is no guarantee that
they will have automatically
been learned. Thus, we should
not be surprised, as I was at
first, to discover that some
honors students may have
deficient study skills, or be
mediocre writers and speakers,
or lack basic knowledge.
Take writing skills for
instance. Although as a group,
honors students are generally
effective at written expression,
even honors students can have
serious writing problems. After
all, competent writing is a
learned behavior and, for a
variety of reasons, even bright
people may not have learned
how to do it. Indeed, our
English department tells me that
last semester out of fifty honors
students in freshman English,
not a single one tested out into
the advanced course.
I have found the same thing
in public speaking courses.
Often honors students are more
poised and expressive oral
communicators, but often they
are not. Effective public
speaking, too, is learned
behavior. Moreover, honors
students are not immune to
communication apprehension or
stage fright just because they
are academically able. In fact,
they may suffer from it more.
In other words, we must be
careful that we don't assume
that because honors students are
intellectually advanced that they
have automatically learned
certain skills. Indeed, we should
not assume that just because
they are advanced academically
that they are necessarily
advanced in any other way.
Especially, we should not
assume that they are more
mature than their counterparts.
They usually aren't.
I've seen studies, as I'm sure
you have, which say they are
better adjusted socially through-

out their lives, but that doesn't
necessarily mean that they are
any more grown up than their
counterparts at any given stage
of life. In fact, we've had some
experience that the very
opposite can be true. On our
campus right now, the greatest
behavior problems in the
residence halls erupt on the
floors where the honors students
live.
Finally I suspect honors and
non-honors students are pretty
similar in the way in which they
respond to their learning
environment. We know that a
good honors course should
cultivate critical thinking,
encourage students to take
responsibility for their own
learning, and should use active
rather than passive instructional
strategies. What I have discovered is that honors students do
not always respond automatically to such an approach. Like
other students, they often have
to be prodded. What is more, I
have discovered that nonhonors students, with sufficient
prodding, will likewise respond
to such an approach, perhaps
not to the same degree as
honors students, but in the same
manner. In the long run I
believe such an approach makes
for better learning regardless of
the student population.
So what does all of this mean
in terms of course design? It
means, perhaps, that while
honors courses must be different from non-honors courses,
maybe non-honors courses
should be more like honors
courses as well. Just as we
should not be so quick to
assume that what works well in
a non-honors course will work
in an honors section, maybe we
need to be just as cautious about
assuming that what works well
in an honors course won't work
in a non-honors one.

My own limited experience
leads me to question not
whether I have done justice to
my honors students, but
whether I have too often not
served my other students as
well as I could have. I suspect
my teaching might be better
were I to treat all my students as
honors students to the extent
that I want them to be active,
independent learners for whom
I have high expectations. I may
be disappointed often enough if
I start from that perspective
instead of a contrary one, but
why not start there? Increasingly, I find myself wondering
why I waited until I had an
honors course to try some bold
project, assignment, or method
of instruction.
In the final analysis, I truly
enjoy my honors courses and I
hope I will continue to teach
them. But as a result of my
experience teaching honors
students, I am also struck by the
need to do more to carry honors
approaches over into my other
courses as well. Both types of
students will be better for it.
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Re-'T'liinking Non-J-{onors Courses
by nick C{ewett
Reprinted from The National Honors Report Vol. XV No.2 (Summer 1994): 15-17.

'B

y way of preface, I am properly uncomfortable with the situation into which I've cast
myself. Here I am, claiming to have good
advice for you about how you should teach your
non-honors courses. Does that imply I'm content
with the way I teach my non-honors courses? Well,
hardly. So let's say that I am going to make some
suggestions to all of us on the basis of what I've
learned teaching both honors and non-honors
courses for a number of years. But I'm dearly
included in that "all of us," for some of the advice
I'm going to give is very hard to follow, and I have
no doubt that I need to pay more attention to it
myself.
Most of us who have been teaching honors
courses for any length of time probably feel that
such courses are very different in ways than nonhonors courses we teach, and yet, at the same time,
not so very different at all. It is a classic mistake of
beginning honors teachers to underestimate the
extent to which they will encounter many of the
same types of motivational, and even behavior
problems that they sometimes encounter in nonhonors courses. Certainly, ther.e is a need for
discussions at conferences which have the implicit if
not explicit goal of trying to make non-honors
courses more like honors courses, that is of trying to
find ways to bring the reality more in line with our
hopes and expectations concerning what the experience oftaking honors courses should be. And yet
honors courses are different, and that difference is
not simply a result of the fact that honors students
characteristically score higher on tests.
While the following generalizations have many
exceptions, it seems to be true that there are a
number ofreas()ns why honors courses should and
usually do provide a better context for fostering
intellectual (and personal) growth than non-honors
courses. First of all, honors courses usually offer
much better student/teacher ratios than non-honors
general education courses, and this is no small
benefit. Add to this the fact that in honors courses
you are usually dealing with self-selected teachers
and largely self-selected students. At some schools,
honors courses are embedded in some type of an
integrated sequence of courses that establishes more
of a context than surrounds the non-honors general
education course. Often, there is more social
interaction among members of an honors class.

Beyond all of these advantages, the aura of
specialness surrounds the honors course. Along with
this aura come certain expectations, to start with, the
expectation that a fair amount will be expected of
both students and teachers and that such a mutual
expectation is reasonable in this context. Also, I
think, there is the expectation that what is done in
this course will be in important ways different from
the kind of thing done in non-honors courses, and
that this differentness may well include harder
readings and more work, but that it also includes a
heightened expectation that a student's time and
effort will not be abused-Le., that there will not be
busywork. There is also, I would think, the expectation that honors teachers really will care more about
the students as individuals, about seeing to it that the
course is a meaningful intellectual experience, and
about helping students improve their ideas and their
ability to think. Finally, there is the sense that the
teacher will be willing to provide the students with
on-going advice, recommendations, etc., even after
the course is finished.
While this is admittedly an idealized version of
what honors courses are like, it is not a false one. In
many ways, anything that can help to recreate the
conditions and expectations associated with honors
courses in non-honors courses may well improve the
quality of the educational experience offered in those
courses. But in order to focus on the question of
what can be done to make non-honors courses more
like honors courses, we need to tum things around
and consider the impediments to significant intellectual and personal development often or characteristically found in non-honors courses.
First of all, in non-honors general education
courses, at least, one usually is dealing with a
minimum of self-selected students and faculty.
Consequently, mutual skepticism is common
between students and faculty concerning the others'
interest in and commitment to the course. Frequently, lack of co-ordination between parts of a
course or between a given general education course
and the other courses in a student's curriculum
makes it hard for the student in non-honors courses
to come up with the motivation or the context
necessary to make the course personally meaningful
or even comprehensible. Student/teacher ratios in
non-honors courses often make conferences on
papers and even the simple assigning of major or
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multiple papers prohibitively time-consuming. Often
text books that impede or prohibit student involvement or active thinking go a long way toward
making non-honors courses seem boring and even
incomprehensible. Finally, in non-honors courses, at
least in my experience, there is often what I call a
large "farce factor" -in other words, a situation in
which the teacher assigns more work or more
difficult work than the average student in the course
has the motivation or ability to complete, or at least
at the speed set by the instructor. At my school, at
least, a traditional example of a course haunted by
such a farce factor is the general education World
Literature course, where sophomores are often asked
to read in rapid succession works such as Heart of
Darkness, Notesfrom the Underground, Hamlet, and
Pope's "Essay on Man." Many of the students sitting
in such a class simply cannot read or extract meaning from such works, at least not without a great deal
of help and encouragement and a much slower pace.
Given what I have just said, you cannot simply
expect the same performance out of a non-honors
course that you might, or might like to, expect from
an honors course. Still, keeping in mind the qualities
you associate with an honors course can be a useful
way of creating non-honors courses that seem more
satisfactory both to your and your students.
Actually, the first thing I'd suggest if you are
trying to make a non-honors course a more satisfying experience to all concerned, and one as close as
possible to what you would hope for from an honors
course, is that you take it at least as seriously as you
. would an honors course. That may sound like a
strange thing to say, but anyone who has been
teaching for a while will recognize the temptation to
settle into a groove and start putting non-honors
courses on automatic pilot. But having stressed the
importance of taking a non-honors course at least as
seriously as an honors course, I need to tum around
and add that taking a course seriously here does not
mean straining both you and the students beyond the
comfort zone in a bull-headed effort to make them
perform as well as possible. It is quite easy to expect
too much from a non-honors course and to make
everyone miserable as a consequence. The same is
true, of course, in an honors course as well, but you
are likely to be in somewhat closer contact with your
students in an honors course. You are also more
likely in an honors course to have your antennae out
for adjustments that need making and more likely to
listen seriously to a suggestion, comment, or
complaint a student makes.
Usually the task oftaking the non-honors course
more seriously starts, I think, simply by doing as
much thinking as you can about what is reasonable

and appropriate education in this context. Remember
as you are more likely to do in an honors course, that
education is not synonymous with coverage of
material. The trick is to feel enough positive
investment in the course that you keep thinking
about what you have been unreasonably taking for
granted. Teachers almost always underestimate the
difficulties a given assignment or task will pose for
some students. I am not suggesting that the more
you think about your expectations for student
performance the more you will want to lower them.
It may work this way sometimes, but the main point
is to do an increasingly good job of thinking about
what you can do by way of modeling, developmental
sequences of assignments, etc., to help students be
better able to meet your expectations. Disciplined
thinking is hard-particularly when one is not used
to it. There is no way around that fact, and it applies
equally to faculty and students.
To elaborate on this last point: if your goal is to
make a non-honors course as much like an honors
course as possible, this presumably includes the goal
of trying to improve the students' intellectual
sophistication and ability to think both critically and
creatively (or, if you prefer, fruitfully). Critical
thinking-indeed, almost any kind of active thinking-is best developed not only by talking about the
need for it, but by avoiding as often as possible the
creation of one canonical, unchallenged account
that is presented simply as being true, whether this
is an account offered by the text or the teacher.
Often students in non-honors courses are more
insistent than those in honors courses that you
simply tell them what the answer is. This tendency
can in part be the result of a certain cynicism or
indifference that says, in effect, "I don't care about
any of this as long as I get a good grade on the test."
It is also partly a matter, though, of a lack of
intellectual sophistication that causes students to
think there are simple and unambiguous answers to
all questions. A monolithic text will not help
students learn to think actively or critically. Nor is
a text that gives brief summaries of opposing points
of view along with the author's summary judgements on those viewpoints the ideal medium to
foster active thinking. The course (and when
possible the text) needs to be polyvocal without
giving way to the anarchy of a simply subjective,
relativistic, buffet approach.
One of the most important things in both honors
and non-honors courses is to avoid what I called
earlier the farce factor. Avoid giving readings that
are unreasonably long or difficult. Do whatever you
can by means of study questions, handouts, outlines,
etc. to enable students in the class who are willing
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to exert a reasonable amount of conscientious effort
to succeed in understanding the reading assignments and producing reasonably good and appropriate written responses. The more you are trying to
get people to stretch, the more help they need
through modeling, explanation of intellectual
processes, etc. This really does mean that you need
to be doubly careful to resist the temptation to cover
as much as conceivably (or farcically) possible.
What counts is that what is done is done well.
'Well" is not only factual mastery but also increased
intellectual and personal sophistication.
I think an important part of avoiding the farce
factor is being sure that the texts and materials used
in the course are as appropriate to your own goals
for the course as is conceivably possible. Whenever
advantageous and even remotely possible, create
your own materials. In the last three years I've
written two short books for courses; in the process
I've become a staunch advocate of the practice.
Generating your own materials has numerous
advantages. Besides assuring appropriateness,
basing the course as much as possible on things you
can control allows you to modify the course effectively as a result of your on-going experience. It also
sends a message to students that you are serious
about the course and that you are committed to
making it work for them. Finally, you can generate
a sense of group involvement and investment if you
ask seriously and repeatedly for their suggestions on
how the book, as well as the course in general, can
be improved.
This brings us back to our proviso. It is quite
easy to snow the average student under: the challenge is to work as hard or harder than you would in
a honors course to bring the student along. Often
this simply has to involve being willing to take on a
heavy work-load to compensate for the bad student!
teacher ratio. And it certainly involves a great deal
of tact and patience. On the positive side, though,
working diligently to reduce the farce factor in a
non-honors course can help to make the experience
of the course msch more rewarding for the teacher,
as well as the student.
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On r.Being Tfite without the Tfitism:
Smaff Schoof J{onors Programs as
Curricufar 3vtocfefs
fly Patt :Mc1Jermid
Reprinted from The National Honors Report Vol. XI No.2 (Summer 1990): 22-23.

'71 ny criticism of honors programs stings, but
J-l. when the criticism focuses on academic
elitism it bites the sharpest and is the most
justified (witness the fire-storm touched off by Don
McDermott's article in The Chronicle ofHigher
Education, 2/22/89). Naturally there is resentment,
and completely warranted resentment, when a
particular section or sections of a given course are
designated "honors" and both students and faculty
start scrambling to be included; or quite rightly
refuse to scramble and instead begin muttering
rhetorical questions involving euphemistic chopped
liver.
Most faculty resentment springs from this. Most
institutional reluctance to support or expand honors
offerings justifiably springs from the faculty
resentment.
In schools large enough to offer honors sections of
regular course offerings, multiple sections in some
cases, I am afraid I must heretically side with those
who consider such programs antithetical to the
fundamental academic opportunity which is the basis
of any community of scholars. And the National
Collegiate Honors Council certainly didn't help
matters any by identifying with lagniappe, which
means a thirteenth doughnut when you buy a dozen,
or even a cinnamon roll, but in all cases we are still
dealing with baked goods. For many reasons,
including but not limited to selection of honors
program participants, relative grading problems, and
each section's scope, content, and teaching talent,
this system truly does amount to lagniappe and
winds up meaning "more-and-sometimes-even-Iotsmore-of-the-same," more extensive readings or more
papers, or more sophisticated material. But still
baked goods ...
If that's such a great idea, then everybody should
do it, rather than have an "honors" section which is
actually just a last, grimly-defended bastion of real
quality.
Honors must not be "something more." It must be
something different. You buy a dozen doughnuts and
the baker give you a copy of Men ofMaize, for
example, or a cassette of Bach you haven't heard, or

a ticket to A Midsummer Night's Dream. That's what
honors is, and we should reflect it in our curricular
structures.
For an honors program to succeed it must recognize the difference between the largely finite task of
teaching the basics ofa subject or skill (Chem 1,2,
& 3 or Methods of Research, for example) and the
very different objective of teaching an attitude
toward learning as a self-fulfilling process,
unquantifiable and confusing and exciting, the
examined life taking place in an academic environment, learning for the sheer joy of it.
Presently, at all but a very few schools, the only
practical way to achieve this at a program level is to
separate the subject matter of honors and mainstream
courses, not pump up the latter with intellectual
steroids and hope for the best.
Three or four years ago when I began the nutsand-bolts planning for my little program here in
California, I was struck most forcefully by two
things: the diversity of honors programs' academic
origins and the fierce iconoclasm of their directors.
Programs sprang up all over the place, from math,
geology, history, biology, and occasionally even
literature. But ifthere was no discernible correlation
between the disciplines and the programs, there
certainly was between the directors and the programs. Some of those people made James Dean
seem accommodating. It gradually dawned on me
that all an honors program really needs to get going
is one faculty whacko willing to go where no one
has gone before and a half dozen or so students who
want to go along too, all largely for the hell of it. It
wasn't what they were studying, in other words, it
was how they were going about it.
There was also a strong conspiratorial sense
present, and it would be some months until I
understood why.
Most of these programs began as "Honors This" or
"Honors That" but quickly progressed to seminars
on selected topics, which is actually the proper
environment for such study. Programs which
continue to parallel core curricula, which fall under
the administration of edubureaucrats, or which are
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initially designed specifically as
academic sanctuaries for good
work are all doomed (having
limited their objectives to the
quantifiable). Programs which
treat learning itself as an arch
wherethro '/Gleams that
untravell 'd world whose margin
fades/For ever andfor ever as
its participants move will
remain exciting and productive
places indeed, as will any
program or course with such an
orientation when that can be
managed.
To this end, our progam' s
seminar is a demanding, selfweeding, one-unit, lowerdivision, non-transfer-Ievel
"lab." The seminar topics are
pursued enthusiastically for no
real end but their own delight
(see below) and this has three
happy results: the group bonds
very closely, the riff-raffwho
associate hashmarks with
learning are eliminated, and the
scholarly skills and demands of
the work produce honors
students who attack all of their
classes with the same
horizon less passion.
We're just a two-year college,
the front-line trench of the
higher ed battlefield, but our
transfer acceptance and scholarship support rates for honors
students since the program's
first semester are both 100%.
We have a pre-med at Berkeley,
a chemist at Davis, a lit major at
Villanova, an anthropologist in
Fairbanks, a musician at. ..
Well you get the idea. They
weren't really studying The
Social Contract or Dramatic
Evolution in Greek Tragedy.
They learned that stuff, sure,
but what they were really
studying was how far and fast
they could push their minds.
[Please note, too, that the
seminar topics never directly
threaten anybody's ricebowl; in
fact, you get faculty members

happy to stop by and noodle
around with the group on subtopics of particular interest.]
I really feel that such small
school honors programs, or
programs based on the principles sketched out above, can
be a candle in the darkness,
providing models for the
modification/expansion of
larger programs (particularly
those which may come under
attack) and patterns for honors
options as varied as faculty
interests, including research,
and abilities. With a director
fluent in the tongue of administration, to organize the topics
and schedule the offerings and
publicize the seminars' availability, such programs can
expand almost infinitely.
Simply by way of illustration,
here is our just-completed
semester's material. It reflects
my own recent alchemical
work, to be sure, but only one
student seminar member, of
nine, had a lit major.

Autumn Term '89:
Man, God, Voices, & the Devil
Heschel, Abraham 1. Between
God and Man: An Interpretation ofJudaism, ed. Fritz
Rothschild. NY: The Free Press,
1965.
Hooke, S. H. Middle Eastern
Mythology, from the Assyrians
to the Hebrews. NY: Penguin,
1985.
Jaynes, Julian. The Origin of
Consciousness in the Breakdown of the Bicameral Mind.
Boston: Houghton Mifflin,
1982.
Mitchell, Stephen, trans., The
Book ofJob. SF: North Point
Press, 1987.

Parkes, Henry Bamford.
Godsand Men: The Origins of
Western Culture. NY: Knopf,
1964.
Tillich, Paul. "The Lost
Dimension in Religion"
(reprint)
Zaehner, R. C. Mysticism,
Sacred and Profane. NY:
Oxford, 1961.

We also read a lot of odds and
ends to provide focal points for
discussion of the above readings: The King James version of
Job for comparison, Christ's
temptation in the wilderness and
castting out of devils,
Marlowe's Faustus, the
temptation of Eve in Paradise
Lost (Bk IX), Jack Falstaff in
Henry IV, 1& II, Blake's
Marriage of Heaven and Hell,
notes I wrote on Roger Bacon
and the Salem Witch Trials,
Much Ado About Nothing and
Pericles (we went to see all the
Shakespeare in Ashland,
Oregon). We also had a 90minute lecture from Rabbi
Baumohl of the California
Department of Corrections and
did our semester's field work
identifying and defining 20thcentury religious experiences
embodied in the life's work of
various Americans or seminar
members' personal experiences
(fire fighting and fire crew
exhaustion parallels with
deprivation hallucination, for
example).
As you might guess, the
severely time-pressed, or
slothful, simply leave such
study on their own, and the
Western Civ and English and
psych instructors don't mind the
dabbling so long as the focus
doesn't linger overlong on their
territories. In addition to the
reading and discussion, each
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student has two independent
research projects and subsequent seminar presentations on
areas of particular interest,
everyone gets to see and share
some terrific new things, and
we all have a humbling sense of
only having scratched the
surface of the seminar topics by
term's end in spite of having
learned a hell of a lot.
The real trick is getting the
students to know that they're
doing something unique, every
day, every class, that are are
doing this together but also
completely on their own, and
that they're doing all of this for
the sheer joy of the experience.
Further, I have come to suspect
that scholarly activity of this
type has in all times and in all
places been engaged in by a
very small but constant fraction
of any academic community
(Arabic, Medieval, Hindu, take
your pick). And that, friends is
what makes it honors: compared
to the process itself, participants
are just blind lucky to be invited
to the dance.
That's what honors is; and
always has been.
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Questions About Budgets
. What is the ratio of "Honors Program Dollars" to the
number of Honors Students?
. What is the ratio of "institutional dollars" to the number of
(institutional) students?
. What is the ratio of Honors dollars to
institutional dollars?
. What is the number of Honors graduates per year for the
past five years?
. Does the Honors Program supervise (or
coordinate) all Honors, including departmental Honors?
. Are departmental Honors or "H" courses
approved by the Honors Program?
. How much of the Honors budget does the
program have discretionary control over?
. How much of the budget directly benefits the students?

From Bill Mech (1986)

From the Northern Kentucky University Honors Council, Spring 1989, reported by Bob Rhode,
Director. As he reported in Fall, 1989, the Council wrangled over the description of the educated
person. With "verve," as Bob said, Council members arranged the following list:
tolerant, open-minded, resourceful, constructive, inquisitive, inventive, quick, logical, spontaneous,
communicative, independent, analytical, synthetical, free, courageous, well-rounded, flexible,
experienced, intelligent, holistic, discerning, clever, common-sensed, charismatic, keen, perceptive,
aware, magnetic, inspired, intuitive, harmonious, argumentative, creative, multi-faceted, radical,
shamanistic, purposeful, responsible, non-dogmatic, fallible, patient, compassionate,
enthusiastic, sharing, and accepting

Reactions from Council members after this honors-like open-ended discussion: "We just described
God" and "I must not be educated!" Bob reported that the Council, in the best honors tradition, enjoyed
their open-ended discussion. Bob, in his later article, said that "[S]everal educated people enlighten one
another. No single person can know everything. Perhaps the emphasis should be placed on striving
towards the educated community."
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The Case for Non-e(itist Se(ectivity"
6y new .Jl. (joaow, Jr.
Reprinted from The National Honors Report X No.4 (Winter 1990): 8-9.

~he

most recent edition of the Forum/or Honors contains some interesting discussions about
the ethics of admissions practices-asking questions about giving scholarships based on merit
and about general issues concerning selective admissions for selective programs. In this
column, I would like to raise some additional questions about admissions practices.
. ,./,

In our rush to make sure we
are not elitist, we have often
obscured the fact that most of us
are selective. Many seem to
believe that elitism and selectivity are the same thing, and so
they find it difficult to figure
out how to be against elitism
and still introduce some
selectivity into honors programs. The result (it seems to
me) is some confusing talk
which makes a lot of people
who, in their desire to be
against elitism, sound as if they
also think that selectivity is a
bad thing.
While a good many faculty
at a good many institutions are
in fact openly and happily
elitists, most honors directors
try very hard to argue that
neither they nor their programs
are elitist; they bristle at articles
like McDermid's in The
Chronicle ofHigher Education
(reprinted in last summer's The
National Honors Report as well
as this issue) complaining about
the elitist nature'ofhonors
programs. For purposes of this
discussion, I shall assume the
truth of two claims without
argument:

(A.) Elitism is unjustified and
unacceptable.
At the very least, this means
that we ought not to restrict our
programs to some "special class"
of students - especially if that
means upperclass white males
that went to just the "right" sort
of high schools (or prep schools)
with just the "right" upbringing.

(B.) Honors programs are
justified even though they
admit that certain educational
"advantages" do not accrue to
all students.
I believe most honors
programs faculty and administrators accept these two claims.
Clearly, some people-e.g.,
McDermid and Johnson in the
Spring 1989 issue of Forum for
Honors-think that accepting the
first claim entails that we must
reject the second. That issue
deserves more discussion, but I
do not want to do that here.
Instead, I want to simply accept
the two claims and assume that
they are compatible. Even
though most of us accept the two
claims, I believe that far too
often both our practices and our
rhetoric don't make much sense.

First, about our practices. If
we really are going to be
seriously anti-elitist, then we
must be very careful about our
willingness to place heavy
reliance on standardized test
scores and even grades as our
ways of admitting students. It is
especially problematic, in my
view, to have practices that
require students to have a
certain SAT score and/or class
rank for admittance. If our
principles dictate, as I think
they must, that we not arbitrarily exclude people, then our
practices must coincide. And I
do not think that it is legitimate
to suggest that "We are so big,
we just have to have such
automatic cutoffs."
There are many very large
programs that do take the time
to consider individuals and not
just formulas. To take just one
example, the honors program in
the College of Liberal Arts at
the University of Minnesota (a
program that now has over
2,000 students) has a tradition
of considering individual
applications for as many as 800
prospective freshmen. I should
add that for two years I made all

"Every honors program has a natural life cycle that is influenced both by genetic and environmental
factors. A successful program must be well constructed but it needs to be lucky, too. Some programs
bloom briefly and then are blighted by a budget cut or a change of administration; others become
institutionalized and complacent and wither gradually away; still others seem to be perennially
successful, always adapting and adjusting to new circumstances." - Bob Holkeboer (1984)
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the admissions decisions for
that group, essentially in my
spare time. So, I know from
experience that the line "We
don't have enough staff to have
an admissions process" just
doesn't wash.
In a series of workshops at
NCHC in New Orleans led by
the always-interesting Ada
Long, representatives from the
College Board and ACT told us
about all the painstaking care
that their organizations use to
"insure" that there are no racial,
cultural, or gender biases in the
SAT and ACT tests. One of the
representatives argued that all
the apparent cultural, gender,
and racial differences in the
tests can be explained away by
socio-economic and other
factors. Even if one accepts
these arguments (and I don't! !),
the fact remains that as a whole,
women and members of certain
minority groups do score lower
on these tests. Whatever the
reasons for the differences, the
fact remains that because of
those differences, heavy
reliance on these tests will lead
us to a tendency to select
upperclass white males for our
honors programs. And that, it
seems to me, means that we are
being elitist.
In the face of this, I hear a lot
of people who seem to think
that because they are against
elitism, they really cannot be
comfortable with any sort of
selectivity (though often their
arguments do not coincide with
their practices). Yet, I am
convinced that we can distinguish meaningfully between
elitism and selectivity. Even if
elitism is pernicious, evil,
undemocratic, and dowmight
un-American, selectivity need
not be any of those things.
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The National Football
League and the National
Basketball Association teams
are very, very selective in
choosing their players. The
NBA clearly has a preference
for tall players; they discriminate against people who are five
feet tall. Similarly, the NFL
picks linemen in a way that
clearly is biased towards people
of gargantuan proportions; it's
no coincidence that there is a
player nicknamed "the Refrigerator" but not one nicknamed
"the Toaster." Now it seems to
me that such selectivity is not
elitist, evil, or pernicious; it is
simply a matter of being
appropriately selective based on

"Yet, I am convinced that
we can distinguish
meaningfully between
elitism and selectivity.
Even if elitism is
pernicious, evil,
undemocratic, and
downright un-American,
selectivity need not be any
of those things. "

an individual's ability to
perform the task of being a
professional athlete.
Moreover, the proof is in the
pudding. Clearly, the selectivity
in the NBA and the NFL does
not yield players who tend to be
upperclass whites (although the
same thing cannot always be
said of the management). So, it
seems possible to be selective
and not be elitist. Thus, it ought

to be possible in principle for us
to select students who are well
suited for honors programs by
using criteria of selection
providing those who are not
upperclass, not white, and not
male reasonable access to our
programs.
It should be pointed out that
there are a number of honors
programs that are intentionally
not selective and who let
anyone participate who wants
to. I do not want to argue
against such "anti-selectivity,"
for I have no doubt that some of
these honors programs are
extremely successful and
rigorous programs of very high
quality. Yet many places find
such a system unacceptable
because they do not have the
resources to run a quality
program for all who might
choose to participate in it; or
because they have not found
that many students who would
choose to be in their honors
program and who would be able
to perform at the level they
expect of honors students.
In either of these cases, I
think we do not have to
apologize for being selective
and for making sure that the
students-to use a favorite
faculty phrase-"really are
honors students." Still, we must
be very, very careful indeedand most of us are not nearly
careful enough-to make sure
what we mean when we say that
they "really are honors students." Honors should not be so
narrowly defined that we deny
access to some students in some
groups who are serious, highly
motivated, and clearly capable
of "honors level" college work,
but who are not extraordinary
test takers or extraordinary high
school grade producers.
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I

read with interest Skip Godow's article, "The Case for Non-Elitist Selectivity," in the Winter
1990 National Honors Report [and reprinted in this issue as well]. He argues quite cogently for
selectivity, not exclusivity: "Thus it ought to be possible in principle for us to select students who
are well suited for honors programs by using criteria of selection that give those that are not upper class,
not white, and not male reasonable access to our programs" (9). I would also like to add to that list "not
from suburban high schools," but I am most concerned about his "in principle." It is easy to point out
what needs to be done, quite a different matter to create methods of selection.

It is also easy to listen to complaints from faculty
about student selection methods without stopping to
think about their teaching methods. Too often, it is
the faculty's methods of teaching that are the
problem. When teaching methods do not emphasize
collaborative and community learning, do not afford
students an opportunity to share experiences and
ideas in the classroom, and do not allow for other
answers, it is then that students seem to be poorly
selected. As both Bill Whipple ("Avoiding The
Lintilia Syndrome," NHR Spring 1988) and Shirley
Forbes ("Common Problems Encountered by
Beginning Honors Teachers," NHR Spring 1990 and
Winter 1999) point out too often it is the instructor
who also needs to be selected; not on the basis of
student evaluations or other such criteria, but on the
ability to teach the kind of honors courses described
above. Or, ifnot selected, then defmitely trained.
What follows are some thoughts and ideas about
the problems in selecting both students and faculty: I
shall use as an example my own experiences in
trying to select students to enroll in honors courses
and Radford University's Honors Council's experiences in trying to select faculty to teach honors
courses.
A word of caution: Radford's Honors Program
[from 1984-1997] may be less selective than most,
with its two-tiered program. One program offers a
spectrum of honors courses open to most students;
the other offers a select few students the opportunity
to graduate with honors in their major. But I believe
my own observations about trying to select are
typical of what others honors directors have encountered in trying to create programs that, as Skip says,
afford "reasonable access" to our students.

SELECTION OF STUDENTS
The most effective method of screening students
is self-selection. Contrary to popular belief, students
are not breaking down the doors to enroll in honors
courses. An average of 550 students each semester at
Radford University fill the six hundred or so slots
available. That is 550 out of a population of9000.
Even if we take into account that all but three to five
honors offerings a semester satisfy general education
requirements, our pool is still well over 4500
freshmen and sophomores. Of those 4500 or so, 550
are enrolling in honors courses, approximately 1 in 8
students. That 1 in 8 figure is similar to the percentage of incoming freshmen I invite to attend the
honors Quest session, and a little less than the
percentage at the university eligible to join the
Honors Program.
Of the approximately 6000 students returning to
Radford University in Fall 1989, 780 had GPAs of
3.2 or better and were, therefore, eligible to join the
Honors Program--our second tier. At Radford
University, I allay faculty fears that the Honors
Program siphons the best students by pointing out
that 158 of the 780 have enrolled in the Honors
Program and not one of those 158 has taken a
schedule which averages more than two honors
courses a semester.
Is the problem that some of those students who
are selected to enroll in honors courses are not
honors material? How do we or they know until they
take one course. Many of our better students, too
many at Radford for this to be a fluke, do not reach
their potential until after they enter college. Suddenly, they take their education more seriously and
they succeed beyond their wildest expectations.
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Other students tell me that no other university in the
country would have allowed them to enroll in honors
courses because their SAT scores or their high school
GPAs were not high enough. One of these students is
currently a sophomore enrolled in the Honors
Program with a 4.0 GPA.
So then how should we screen? Ifwe screen solely
on the basis of test scores or high school GPAS, we
inevitably run into problems. Many of our students do
not fall neatly into honors categories. Many of them
have high SAT scores and low GPAs (2.2 t02.7);
others have high GPAs and average SAT scores (900950). Which do you choose? Do you choose those on
the basis of potential (high SAT scores) or those who
have limited potential, who may already have reached
that potential?
I try to go beyond quantitative data and look at
transcripts to see which courses a student has takencollege prep, honors, advanced placement etc., what
kind of extra-curricular activities a student has been
involved with, and what letters of recommendation
indicate about the student. I also place greater
emphasis on the verbal portion of the SAT and, if
available, the Test for Standard Written English
(TSWE), both of which I find to be good indicators of
academic success in college.
But even looking at transcripts doesn't always
indicate which students will succeed in honors, which
students will perform better in smaller classes that put
the burden of education on the student, and which
students thrive under less structure. That is why I
refer to honors as alternative education. The emphasis
of Radford University's Honors Program is not on
acceleration and quantity of work required but on
depth and kind of work. Since most of our students
have not been exposed to the kind of education when
they are asked to think and make decisions for
themselves, how will they know and how will we
know if they can succeed at this alternative method of
education?
In other words, how do we screen for maturity,
independence, motivation, and curiosity? Well, we
could require letters from all of their instructors or I
could call all of their instructors, or the Honors
Program could devise a form to be filled out by all the
students' instructors. But, how many instructors know
individual students that well? Or judge how well a
student might do in a different educational environment and would be willing to fill out such a form 2030 times within a week? And, how will that help us
with incoming freshmen? In fact, David Sanders,
Director of the Honors Program at Fast Carolina
University, reported at a session, "For New and Used
Directors" at the Spring 1990 meeting of the Southern
Regional Honors Council, that high school faculty
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recommendations are the least reliable indicators of
success in honors.
Currently, I do ask faculty teaching honors courses
to help screen students already enrolled in honors
courses to see if those students are taking advantage
ofthe honors opportunity. IfI get enough negative
feedback about a particular student, I will not permit
the student to enroll in honors courses the following
semester. But I often find that a student one faculty
member has complained about has received high
praise from another faculty member teaching honors
that same semester.
I am all for screening out students who aren't
motivated, aren't interested in learning and aren't
mature enough to benefit from the honors experience.
The spaces in honors courses are too few to let those
who won't or can't benefit deprive a student who will
and can benefit from a slot. But how do we know or
they know until they try?
Which leads me to my next dilemma: How do I
screen faculty?
SELECTION OF FACULTY
The most obvious method of screening faculty is
self-selection. Contrary to popular belief, faculty in
most departments are not breaking down the doors to
teach honors courses. In some departments at
Radford, such as History and English, only a few
faculty members are willing to submit proposals to
teach honors courses. In other departments, such as
Philosophy and Religious Studies, everyone wants to,
and so the honors courses are rotated.
Out of a faculty of 463 at Radford University
approximately 50 are involved in teaching honors
courses in any given year, about 1 in 10. Those of you
concerned that the Honors Program removes all the
better faculty from the regular courses needn't worry;
most faculty members teach a four-course load, only
one of which, with rare exceptions, is honors. In fact,
only 4% of the courses in any given year are honors
courses.
Is the problem that some of these self-selected
faculty are not honors material? How do the Honors
Councilor faculty know until they teach an honors
course? Many of our better faculty are more comfortable with smaller classes, but because they have been
assigned to teach larger sections have not reached
their full potential as instructors. Suddenly, they teach
an honors course and succeed beyond their wildest
expectations. They are reinvigorated and bring to their
teaching new-found powers.
Other faculty members tell me that no other
university in the country would afford them the
opportunity to teach honors courses because they are
not tenured or have not won an outstanding teaching
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award or have not received high enough student
evaluations.
So then how should the Honors Council screen?
If it screens solely on the basis of student evaluations
or outstanding teaching awards or tenure, it inevitably runs into problems. Many of our faculty do not
teach as well in large classroom situations or
complain that student evaluations are popularity
contests; those faculty who give the higher grades,
they claim, invariably receive the highest student
evaluations. And, many of our better faculty are
untenured. If all of these factors are unreliable, how
does the Honors Council screen faculty?
But even taking into account other factors-the
nature of the course proposed or student personal
recommendations---doesn't always guarantee that an
instructor will be an effective honors instructor. It
doesn't always guarantee which faculty members
will teach better in a different class setting: one that
puts the burden for learning on the student not the
instructor, a setting that requires faculty to share the
podium, to "shut up" and let students teach each
other, that requires faculty to realize that application
is more important than facts and that the syllabus is a
"wish list," not a commitment; that requires faculty
to develop skills in formulating discussion questions
for which there is no "correct" answer; that requires
faculty to understand the importance of community
and collaborative work; and that requires faculty to
create imaginative assignments which stress higher
order reasoning skills. But how do faculty develop
these skills? From teaching honors courses?
That's certainly one way. Which is why I refer to
honors as alternative education. One emphasis of
Radford University's Honors Program is not about
the best faculty teaching but about teaching faculty
to be better instructors. Since most faculty at
Radford have not been required to use all of these
skills in their classroom, how can they know if they
will be successful. Better yet, how can the Honors
Council know if they will succeed?
In other words, how should the Honors Council
screen for faculty who have the self-assurance to let
others share the podium with them, who do not rely
on the syllabus as a crutch, who do not think that
there is only one way to teach, who do not think that
there is only one right answer to every question, and
who are willing to learn to be better instructors.
Well, the Honors Council could observe their
teaching not just once but several times during the
semester. It could require letters from their current
and former students-not necessarily students of

THE NATIONAL HONORS REPORT
their choosing. In fact, one of the worst honors
course ever offered at Radford occurred because an
honors student recommended that a particular
faculty member teach that course.
Currently, the Honors Council screens in terms of
the course. If the course fits the Honors Council's
definition, the Council is willing to allow any faculty
member the opportunity to teach an honors course.
But before the course ever reaches the Council, it
must be approved by a department liaison or honors
committee and the department chair. The Honors
Council expects the department to do the initial
screening, to determine which faculty member it
wants to teach an honors section and if the course
meets honors and department requirements for that
course.
The Council also relies on student evaluations,
written ones done at the end of every semester in
every honors course and, of course, individual
students coming to the director with complaints or
praise. If the Council receives negative feedback, it
will consult the faculty member's own evaluation of
the course to see if the instructor had similar
feelings of dissatisfaction with the course and what
the instructor thinks is the cause of these problems.
And it will discuss the problems with the instructor
and find out if the instructor is willing to solve these
problems.
Certainly, if the Council receives enough
negative feedback or receives no indication from the
faculty that that individual is willing to work
towards solving these problems, the Council will
not approve that faculty member's next proposal for
an honors course. But the Council often finds that a
faculty member one or two students felt was not an
effective instructor was considered by other students
in the same class to be "the best instructor at RU."
I am all for screening faculty to insure that the
students are provided with the most conducive
atmosphere for learning. The number of courses is
so few that the Honors Council would like to
guarantee that only faculty members who are truly
committed to the honors ideals teach an honors
course. For, even one bad experience can adversely
affect both a student's academic career and a faculty
member's feeling towards the Honors Program.
You can now see how easy it is to select honors
students and faculty. There's no need to figure out
what's really happening in your honor courses-just
continue to select your faculty and students according to quantitative standards.
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T

he purpose of this essay
will be to set out a
"philosophy" of honors
education. Of course, I use the
term "philosophy" primarily in
the loose common- sense way.
Among the sources of my
opinions on this are my own
experience of many years ago as
an honors student; secondarily,
my recent reading on the subject,
and tertiary, my brief experience
as a teacher in an honors program and in honors-like learning
and teaching activities (i.e.,
undergraduate research participation). On the other side I will
draw from what I know of
humanistic thinking, particularly
in its application to the social
sciences. I will begin with a
relatively brief and simple
motivation and proceed to
successively more careful
restatements of what I have in
mind. These steps will correspond to the Roman numeral
headings, so that readers with a
limited interest in the details may
skip the detailed sections.
Section IV concludes.

I
The key point is that different
students have different needs.
Students with the right mixture
of ability, motivation, and
maturity of purpose to undertake
honors work have, at the same
time, different needs than do
students of "average" ability,
motivation, and maturity of
purpose. It is true, of course, that
we would wish that all of our
students had these needs, and
that we try to help them to

develop these needs. In the light
of these facts it may seem strange
to refer to these personal characteristics as "needs." In the
humanistic view of human
development they are "higher
needs" and, as such, evidences of
a later stage in a certain kind of
personal development (Section
III will discuss this claim in
detail). But they are real needs all
the same. With this basis, I
submit that honors education is
part of a strategy of meeting
diverse needs by appropriately
diverse means.
It would follow that where the
student body is relatively
homogenous, there is little need
for an honors program. An
honors program is appropriate for
an institution which has, aspires
to have, or seeks a heterogenous
or diverse student body. Many
institutions that offer honors
programs will fit that description.

II
The basis of my idea of honors
education is what I would call
fundamental humanism, I that is,
the common core of ideas shared
by religious and secular humanists. This view sees each human
being as uniquely valued, and
sees the human experience as
having transcendent value. It also
sees a need for this uniqueness to
be recognized and confirmed, so
that the individual develops a
confident sense of his or her own
unique identity. It must be
stressed that this need for selfidentity or self-realization is
indeed a need, no less exigent in
its way than hunger, though it is

more subtle and not usually2 a
threat to biological survival.
The unique value of each
individual springs in part from
the unique personal characteristics and abilities which he or she
brings to his or her experience.
Thus, each person needs to be
challenged, and to overcome
challenges through those special
capabilities and distinguishing
characteristics. Students with
special academic talents or
motivations, then, need to be
challenged in their academic
work.
In institutions of higher
learning in which students are
drawn from a wide or representative subgroup of our society,
most students will, as a matter of
arithmetic, have approximately
average academic talent and
motivation. The challenges
which contribute most to their
self-development then will be
those which draw on the special
abilities that they do have, as
individuals: athletic abilities, in
some cases; social abilities, in
others; entrepreneurial capabilities, in yet others; and so on.
These students will often find
their course material in nonhonors courses quite challenging.
However, students of unusual
academic ability and motivation
may not find it so, and will in
some cases find themselves
"bored out of my gourd," and
tum away from academic effort
to "underachievement," the
gentleman's C, and the satisfactions of plenty ofleisure time.
Can they be blamed? The
paradoxical result is that aca-
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demic offerings adjusted to the
average ability and motivation
of the students will fail to
challenge just those students
whose need of the challenge is
most acute. And yet inevitably,
most of our academic offerings
must be adjusted to the abilities
of our average students. That
again, is a matter of arithmetic.
An honors program should
have as its central objective the
provision of the academic
challenge needed by students of
excellent academic ability and
motivation, and concurrently
the recognition of their success
in meeting that challenge.

III
Humanism is distinguished
from other ways ofthinking
about the human being, I would
say, because it is both personalist and developmental. As a
personalist view, humanism
sees the human individual as a
morally responsible agent
possessed of free will. As a
developmental view, it sees the
human experience as an
experience of lifelong development and growth. There is a
tension between these views,
since it might seem that the
being who is a product of his or
her past development cannot
therefore be truly free in the
exercise of will today. Of
course, that is an exaggeration,
since the will of the human
person is always constrained by
material circumstances, and the
circumstances of one's own past
development are material
circumstances. But the tension
between free will and development is real all the same, and it
is a tension at the center of
fundamental humanism. It may
be expressed by saying that a
human being is a self-creative
being.

A further response to this
tension is to realize that human
needs are not all commensurabie, but are, in some sense,
hierarchical. The needs for
food, warmth, and drink that we
share with animals are basic,
but we have other, equally real
needs which spring from our
nature as social and as selfcreating beings and which arise
in the course of our development. So long as we are truly
hungry and thirsty, we will
attend very little to other needs,
and our processes of healthy
self-creation-which both arise
from and generate those other
needs-will be postponed. The
"higher needs"-for security and
stimulation, for self-esteem,
distinction and social positionare needs which we perceive as
such and meet in the course of
our life-experience, if at all, and
the capacity both to feel these
needs and to meet them tends to
be postponed when the more
basic needs remain unmet.
Perhaps I should deal with a
prima!acie objection, which is
that we are better offwith as
few needs as possible, so that
the development of "higher
needs" is not a healthy process
of human development but an
unfortunate result of something
like addiction. What would this
mean? It would seem to mean
that the person who, as a result
of hunger, never feels a need for
security, is therefore less
deprived than he or she would
have been had the need for
security been fell Put in these
concrete terms, the objection
surely has little plausibility.
Beyond the needs for
security, stimulation, social
position and self-esteem lies yet
another realm of needs, which
spring directly from our nature
as a self-creative being, the selfrealization need or needs.

Scientific procedure is only of
limited help in understanding
these, and the scientific mind
may understandably be skeptical about them; but we have
some basis in evidence for the
following: "meaningful" work
plays an important part in
meeting self-realization needs
among those who have largely
met other needs. "Meaningful"
work is work which in some
way embodies the person's own
values and is creative or
constructive and challenging,
and in which the distinction
between work and play tends to
break down as the "meaningful"
work activity is both play and
work. Perhaps it should be
stressed that "work" in this
sense may not be remunerative:
for example, an individual may
meet self-development needs
through, e.g., religious activities
while earning a living at an
unrelated secular job. This
division of the self would be
seen as an obstacle, but not an
insuperable obstacle, to full
self-realization.
How, then, maya university
education meet needs at the
various levels of the hierarchy?
Clearly, it may meet the need
for income security by providing the student with the qualifications for a remunerative
profession. We should on no
account apologize that some of
our focus is on this need. Still
"higher" needs will be postponed until the need for income
security has been met; therefore, conversely, one of the best
ways to help the student to meet
the still "higher" needs is to
assure that this intermediate
need be met. Institutions can
concentrate more directly on the
"higher needs" if their students'
needs for income security are
met by family wealth. Since, in
the last century, most higher
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education was limited to the
economically secure classes,
our stereotyped "academic"
values tend to put too little
value on income security as an
educational goal. These
"academic" values must still be
important to us, as they mark
the path for further development; but in the modem world
the capacity of an institution of
higher education to prepare its
students to earn a secure living
should never be considered as
negative.
In the same way, higher
education may partially meet
needs for self-esteem, distinction and social position. Social
position and distinction may
follow in the first instance from
the role of students themselves,
and later from that of professional. To the extent that
students accomplish tasks
which they perceive as difficult
and demanding needs for selfesteem may to some extent be
met. The student experience
may also meet stimulus needs,
but probably through extracurricular activities primarily:
. most students do not seem to
fmd the classroom especially
exciting. Finally, to the extent
that the professional activity
embodies values to which
students may subscribe or may
adopt as their own, is creative
or constructive, and is challenging to students, the education
may set the stage for students to
meet self-realization needs
through work which is meaningful as well as remunerative.
Now, let us reconsider this
with the potential "honors"
student in mind. What distinguishes the "honors" student is
not necessarily goodness of
character, class origin, general
maturity, or social skills. It
appears that these characteristics are distributed among
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potential honors students pretty
much as they are in the general
student population. Rather, what
distinguishes the potential
honors student is a combination
of ability and motivation which
makes for quickness in academic learning. The implication
is that what is challenging for
the average student is not so
challenging for the potential
honors student. The key point,
then, is that courses which are
challenging to the average
student are not in general
challenging to the potential
honors student, so that he or she
may experience frustration at
seeing her or his best efforts
unrecognized, unrewarded, and
worse still, even untried.
However, rather than focus on
the things that the potential
honors student does not get out
of these unchallenging courses,
let me go on to suggest how an
honors program can meet the
needs of the potential honors
student.
First, honors courses, being
more challenging than other
courses, give students an
opportunity to try and overcome
challenges which are truly
difficult, so that success can
serve needs for self-esteem as
an A in a non-honors course
may not. The special recognition given to honors students for
their efforts reinforces this, and
may also help to meet needs for
social position and distinctionneeds which can be more
difficult for any minority group
to meet including the minority
of quick scholars. Third, people
enjoy doing what they do best
and potential honors students
are students who may meet
stimulus needs in the classroom-if the classroom is
challenging, but not otherwise.
Fourth, by allowing honors
students something of a fast

track within their profession,
the honors course may contribute something to the students'
eventual income security,
beyond what would be contributed by the non-honors classroom. Many of our students do
value this, and there is no
rational reason why the institution should not value it-along
with the other values which
arise from honors education.
Honors curricula, in so far as
they are more rounded and
richer in the humanities than are
other curricula (as some honors
curricula are and some are not)
give students a better basis for
choice among fields which may
challenge their special talents,
or may form the basis for
nonprofessional interests in the
arts and letters which will help
meet stimulus and self-development needs lifelong.
Finally, the honors classroom
may lead potential honors
students gently toward a
lifetime of meaningful work.
Here, again, the need of
potential honors students is
distinct. Meaningful work must
challenge the abilities of the
worker. where one person may
fmd the life of a practicing
engineer challenging and very
meaningful, another (and more
likely to be a potential honors
student) may need the challenge
of work at the frontiers of
engineering research to attain
the same satisfactions. The
honors classroom may help,
both by helping students to
discover this about themselves
through experimentation, and
by preparing students more
deeply for the graduate or
professional schooling which
this way of life requires.
It is important to recall that
some of these needs are
developmental, and students at
an early stage in development

THE NATIONAL HONORS REPORT

72

may not feel them strongly
enough, as needs, to sacrifice
leisure and other satisfactions in
order to meet and further
develop them. Most of us (even
at fifty) have a long list of
books we really mean to read,
and other activities we really
mean to get to-but not today,
since there are so many more
urgent things to get done today
(and anyway, one needs just to
kick back now and then ... )
The honors program at its best
meets needs of several different
kinds, in a complementary way,
by the same activities, so that
students who come because
they can meet stimulus needs
with "good bull sessions" may
also begin to discover the
committed scholar in themselves. That is why a wide
mixture of honors activities,
rather than a concentration on
one sort of learning activity
(however valuable in itself) is
important in an excellent honors
program.
It is sometimes said, by
critics of honors programs, that
potential honors students are
more valuable to the university
in the non-honors classroom,
where they will lead discussion
and be role models. But this, I
believe, is misconceived. Quick
scholars find ways to make their
quickness payoff, even if there
are no opportunities for deeper
instruction. One way is the
strategy ofthe underachieversto study enough to make B' s
and C's and enjoy a lot of
leisure time. Students who
study very little and skip class
to read Hesse's Steppenwolfor
Naismith's Megatrends are far
from an optimal role model for
other students. Student who do

their very best, regardless of
grades, because they formed the
habit in honors courses, are, I
believe, a far better role model and further on the way to selfrealization through meaningful
work, as well. These are
benefits to the students and to
the university community from
an honors program.

Finally, the key point is that
an honors program meets
needs-real needs-and is not a
frill. This may be the most
important benefit of the
humanistic developmental
perspective for honors education: the recognition that an
honors program meets real
needs which may go unmet
otherwise.

IV
These considerations lead me to
the following reflections as to
what an excellent honors
program should be. First, it
should be challenging, but not
so challenging that the student
is left without leisure time or
risks a penalty for belonging to
the program. Potential honor
students, like other human
beings, value their leisure and
security. Second, it should be
diverse, rather than being
focused narrowly either on
humanistic and interdisciplinary
enrichment or on enrichment
and acceleration within the
major discipline. Third, it
should provide the students with
a place and a focus to enact a
group identity as honors
students, which in tum will
serve their needs for social
position, self- esteem, and
distinction by recognition of
their scholarly attainments. Of
course, it should recognize
those attainments in the
customary ways that universities do-through special honors
on graduation. And finally, most
crucially, it should be fun-for
all concerned. Within those
rather broad limits, what
matters are not the details, but
the fact that an honors program
exists and the students choose
it.

Footnotes
1. Good basic expositions of these
ideas will be found in Chaing and
Maslow and in Lutz and Lux.
These sources are more largely
directed to the secular forms of
humanism. Lutz and Lux, consistently with their emphasis on
applications to economics,
concentrate particularly on the
hierarchy of need. (In some of their
later work they give it less stress.)
My comments on the need for
stimulus derive, however, more
largely from the work of Scitovsky.
2. But in individual cases it may be
so, as when survival is threatened
by impulses to self-destruction or
by drug abuse, both of which may,
according to humanistic psychology, be symptoms of deprivation of
self-realization needs.
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Courses: Tfie Imyostor Pfienomenon
by 1Javid Sanders
Reprinted from The National Honors Report Vol. V No.4 (Winter 1984): 1,4.
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ranted, many factors are at work in qualified
students' decisions to take or not to take honors
courses. On the part of the program, much has
to do with the quality, reputation, and offerings ofthe
program, the packaging, the rewards, the recruitment
procedures, the enthusiasm of the participants. As for
the students, some feel they can garner a better
average in non-honors courses and be more easily
accepted into professional or graduate school; some
may really want to be with "normal" students; others
may not be sufficiently motivated.
Still another factor has been the subject of recent
research. That is what is being called The Impostor
Phenomenon. The students who exhibit the Impostor
Phenomenon are those who, all test scores, grade
averages, and faculty recommendations to the
contrary, do notthink they are good enough to be in
an honors program. [See "The Imposter Phenomenon" by David Sanders in Winter 1999.]
The term describing this factor was coined in 1978
by two psychologists, Clance and Imes, who noticed
its presence in women in gender-atypical careers who
felt they were put in positions they did not deserve:
they exhibited "an internal experience of phoniness
. common among high achieving women who persist in
believing they are not bright, capable, or creative,
despite ample evidence to the contrary" (lmes and
Clance, "Treatment" 2). These were women who were
highly motivated and who had won various accolades
and recognitions but who nevertheless did not enjoy
their success or take pride in their accomplishments
because, to a large degree, they attributed their
success to luck, a quota system, their looks,
someone's faulty judgment-to everything but their
own intellectual abilities. They felt like intellectual
phonies, impostors.
Subsequent studies (Stahl and Albert, 1980)
indicated the phenomenon was not limited racially; it
was present in high-achieving black female high
school science students. It was also determined
(Harvey, 1981) to be prevalent among men who saw
themselves as being in some place they did not
belong:
Simply perceiving oneself as "out of place" in
terms of a seemingly irrelevant characteristic may
be interpreted as evidence that one does not
"belong" among one's peers, and is therefore an
"impostor" ("Issues" 4-5).

Harvey constructed an instrument to measure the
subjects' self-perceptions. Her "I-P Scale" consists of
fourteen declarative statements such as "In general,
people tend to believe I am more competent than I
am" and "I find it easy to accept compliments about
my intelligence," on which subjects rate themselves
on a seven-choice scale from "not at all true" to "very
true."
In validating her I-P Scale, Harvey administered it
to a group of 36 typical achievers and 36 juniors and
seniors in the honors program at Temple. She found
the phenomenon to be intense among people whom
society considers superior.
Because honors students are publicly classified as
high achievers, self-doubts about their intellectual capacities may be more likely to lead to an
impostor experience.... If they fail to internalize
[their] role, they are likely to feel alienated from
it and thereby more vulnerable to the impostor
phenomenon than those who are not expected to
be high achievers. ("Failure" 39).
Harvey also determined that people in new or
unfamiliar roles-particularly those not attained by
other family members-are most vulnerable to
impostor feelings.
[In the 1980's] Susan McCammon, Michael
Penland, and I were involved in administering the I-P
Scale to (a) 58 high school seniors who had been
invited into the honors program at East Carolina (on
the basis ofl200+ SAT and GPA 3.5) and to (b) 52
honors students already in the freshman/sophomore
program (3.4 GPA). The response to the questionnaire
did indeed suggest the presence of impostor feelings
among both prospective and current honors students at
East Carolina.
In fact, the survey produced several interesting
results which, without further substantiation and
verification, should not be taken as certain generalizations but which are put forth here as observations.
It is obvious that, in general, the fear of being an
impostor increases with the degree of social recognition and expectation. It is higher in honors students
than in students of average ability. It seems to be
higher in college than in high school.
It surfaces with each new role or situation that
students face. Students tend to be more vulnerable as
college freshmen than as high school seniors, in a
course in a new format (e.g., a first seminar) than in a
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second course in the same fonnat, in an interdisciplinary approach than in a single discipline.
First-generation college students seem particularly
susceptible to impostor feelings, since they are going
beyond the security oftheit family history: they may
feel that people think they are more competent than
they could possibly be. On the other hand, students
from college-educated families are prone to considering their personal accomplishments inadequate for
~heir stage in life in comparison with their families
and also feel like phonies.
The problem is probably so common as not to
deserve the label of abnonnal, but it represents
another matter to be taken into account when assessing the success of a program in reaching its intended
audience. It is a phenomenon honors faculty realize
consciously or unconsciously every time they try to
persuade students they're bright. It is a problem in
recruitment, retention, and program success. It is even
more important if it prevents students from enjoying
their personal success in life.
Students suffering from the problem are by no
means all the same type. They may be the obviously
introverted, the perfectionists, the sensitive, the tense,
the overwhelmed, or the procrastinating. They may be
those who avoid competition or fear success; they
may get ruffled at criticism or react negatively to
positive feedback. They may even be those who
merely "psych out" every teacher or use their charm
to insure their grades.
Becoming aware of the problem is obviously a first
step in confronting it. But what can we do to alleviate
the problem in recruitment and in dealing with
students already in the program? A group of directors,
faculty, and students met in a workshop in Memphis
to consider the topic. The students agreed there are
four times when they are most vulnerable to impostor
feelings: in the recruitment process, as new students,
in new fonnats such as seminars, and in beginning the
process of writing a senior thesis. Together, faculty
and students came up with a list of suggestions which
might help meet the challenge.
In the recruItment process, the director should be
certain that the very first communication with
students states that the program emphasizes a qualitative rather than a quantitative difference from the
regular curriculum, that the students' past successes
are exactly those the program is seeking, that the
program offers a number of options and does not need
or want intellectual clones, and that there is no A to F
curve required in honors courses. Students agree, that
an open program that allows qualified students to take
a single course is less intimidating than one that
requires full commitment. Even the policy of letting
students know they could have exploratory or
provisional acceptance into the program warrants
consideration.

Two important groups of people often overlooked
in the recruitment process are counselors and parents.
High school guidance counselors need to be infonned
of the standards and goals ofthe program so that they
do not discourage students from participating. Parents
need to be reassured oftheir children's abilities and of
the benefits of participating.
Orientation for honors students should be separate
from the regular one and should be as personal as
possible. If students are properly trained, they may act
as mentors. Certainly, honors students should be
employed as models for the new freshmen. Even the
preparation of a "College Survival Kit" seems like a
good idea.
After the students are in the program they must
experience a sense of belonging. An honors program
with early pre-registration, a center, and an advisory
system has an advantage over one without. In
addition, the program should aid students in internalizing their successes and understanding their selfdoubts. Honors advisers need to be honest in assessing
the students' abilities and pointing out problems. A
detailed description of the objectives and expectations
of courses helps students in pre-registration and at
crisis points during the semester as well. Peer advising, sharing sessions, and support groups go far in
minimizing students' fears. Honors teachers must not
be seen as detectives setting out to expose student
frauds; rather, they must help students accept praise
and benefit from positive criticism. In sum, honors
faculty members need to remember their own selfdoubts as students and help students through theirs.
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J-{onors for (jrown-ruys: J-{onors
'Educations for Non-Traditiona( Students
by 'Betsy (jreen{ea! Yarrison
Reprinted from The National Honors Report Vol. XVIII No.2 (Fall 1997): 20-28.

fA. ron-traditional students are now entering our colleges and universities in record numbers and
J V leaving their institutions profoundly changed. Most of the brightest and most relentlessly
conscientious students in my classes are over the age of25; many of them in their late thirties
and forties. Moreover, I have the privilege of teaching at an institution where the non-traditional student
is the norm. At the University of Baltimore, an upper-division institution that admits only juniors,
seniors, and graduate students, the median age is 29. About half the student body consists of working
adults who attend classes at night and on the weekends. The other half consists of full-time students who
work part-time, often at night and on the weekends, to pay for their education and to support their
families at the same time. Waiters, flight attendants, bartenders, nurses, and police officers-they work
odd shifts that permit them to attend classes during the weekdays. Young parents come to classes during
the day while their children are in school.
Ours is a population very like that at community
colleges; in fact, about 60% of the students admitted
to the university each year are community college
transfers. The rest have accumulated thirty to sixty
credits piecemeal, usually at two or more four-year
institutions, often in a previous life, and come to us
in mid-career to fmish their degrees. Many are
getting what is called an inverted B.A. They have
two-year degrees in technical programs such as ftre
science or nursing and wish to complete their
. bachelor's degrees by fmishing their general
education requirements. As honors program
directors at community colleges can attest, there are
honors students and non-honors students among this
population just as there are among the pool of recent
high school graduates. Not everyone expects the
same thing from college or brings to it the same
abilities or level of motivation.
Research into the demographic characteristics of
honors students is in its infancy. We know that their
motivation is intrinsic (Reihman, Lonky & Roden,
1984), that they are more driven than non-honors
students and more self-critical (Blackburn &
Erickson, 1986; Lajoie & Shore, 1981; Saunders and
Ervin, 1984), that they tend to be perfectionists
(Delisle, 1986), that they are eager to learn and more
apt to love learning for its own sake than non-honors
students (Stephens & Eison, 1986-87). We know that
they are thoughtfocused rather than action-focused
(Douglas, Powers & Choroszy, 1983), that they want
value from their education and are willing to work
harder to get it (Pflaum, Pascarell & Duby, 1985;
Mathiason, 1985). They are more inclined to do

unassigned readings than non-honors students and
to take advantage of opportunities for enrichment
such as conferences and fteld trips (Ory &
Braskamp, 1988). They have a higher need to
achieve than students in general (Hickson &
Driskill, 1970); Mathiason, 1985; Clark et Albert,
1994). Not surprisingly, the women have a higher
need to achieve than the men (Palmer & Wohl,
1972). They tend to take on too much, yet try to do
it all. They feel alienated from other students and
feel more comfortable in a group of students like
themselves or with adults (Astin, 1984).
What, then, do we know about so-called nontraditional students? Most of the research on nontraditional college students concerns either counseling programs or remediation. There appears to be a
prevailing assumption that all older students are
disadvantaged. (This is, by the way, an assumption
that they themselves share.) There is ample literature
on how to help non-traditional students improve
their study skills and on successful programs in
developmental math for the chronologically challenged, but research on non-traditional students in
honors programs is virtually nonexistent. 1
What, then, do we know about non-traditional
students in general? First and foremost, they are in
school to learn. Their primary educational objective
is self-improvement. The demand for continuing
education and Golden J.D. programs, alumni
weekend colleges, and privileges for special students
has been growing steadily in the last twenty to thirty
years and universities willing to offer such programs
have seen their enrollments swell. According to a
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widely-read article by Arthur
Levine in Change (September/
October, 1993), these students'
highest priority is course quality
(4).
Adult students are almost all
active learners. They don't hate
school unless faculty and
administrators set and enforce
academic policies that cause
them to hate it. They come to
class with high expectations.
They are enthusiastic about
learning and more likely than
the average student to complete
assignments promptly and to do
extra preparation to compensate
for their perceived shortcomings. They are highly motivated,
anxious to succeed, and heavily
ego-invested in their scholastic
performance. They tend to take
on too much and, at the same
time, to set high standards for
themselves and expect those
standards to be met. They ask
no quarter and give none.
Anxiety is common among
non-traditional students. They
are rarely satisfied with their
work and are constantly pushing
themselves to do better. They
live in a constant state of
uncertainty and fear, and they
are more likely than traditionalage students to need reassurance
that they are doing well. In
many institutions, including my
own, professors have abandoned in-class essay exam inations in favor of take-home
versions because the students
suffer from suth severe test
anxiety that their performance
on timed written examinations
does not reflect their true ability
or their command of the course
material.
Non-traditional students feel
alienated from the rest of the
student body. They feel that
they take school more seriously
than most of the other students,
not just because they are older
but because they are paying for

their own education. They feel
more comfortable with other
adults than with adolescents.
Because their identities are fully
formed and because school is
not the primary source of their
social life, they are less prone to
ethnic ghettoization than
students in their teens and early
twenties. Non-traditional
students are not experiencing
their first multi-cultural
environment at a university.
They feel closer to people their
own age, including the faculty,
than they do to people who
belong to the same ethnic group
or racial group or even to the
same gender. They have come
to school not to find themselves
but to redirect their futures.
Non-traditional students
want the best possible value for
their education dollar. They
desire "simple procedures, good
service, quality course, and low
costs" (Levine, 1993,4). Hence,
they tend to be more impatient
with incompetence and with
unnecessary rigidity than
students fresh out of high
school. They are more apt to get
angry and challenge anything
that compromises the value of
their education. They are more
likely to complain about poor
instruction, unfair grading, or
capricious academic policy than
the average 19 to 21 year-olds.
Generally, these are characteristics that non-traditional
students, whatever their median
I.Q., share with honors students.
High motivation, uncompromising pursuit of excellence,
willingness to work hard to
achieve their goals, achievement orientation-these are the
qualities displayed by honors
students that tend to set them
apart from the "regular" student
population. Hypothetically,
then, honors programs ought to
be a natural home for nontraditional students. They have

more in common with honors
students than with the rest of the
students in their classes, and it
seems logical that a higher
proportion of non-traditional
students would be candidates
for honors work at their
institutions than in the general
student population.
Yet that is not the case
except in community colleges.
Estimates of the number of nontraditional college students
range as high as 50%, but they
do not constitute anywhere near
half of those enrolled in
university honors programs. In
fact, along with international
students, they are significantly
under-represented in honors
programs relative to their
presence in the general student
population. Non-traditional
students are still, for the
moment, the fastest-growing
segment of a declining pool of
entering students, yet most
honors programs do not actively
recruit them, nor do they know
what to do with them when they
get them. Five years ago, when
I first became director of the
University of Baltimore's
honors program, I attended a
system-wide conference of
honors directors in public
colleges and universities in
Maryland. I asked the honors
director at the University of
Maryland - College Park, our
flagship campus, to introduce
me to the honors director at
University College, their huge,
degree-granting evening
division. "Oh," I was told.
"They don't have an honors
program. It's all adults." The
University of Maryland is not
unique. The reality is that little
has been done at most institutions to adapt honors education
to the needs of students other
than academically gifted
adolescents.
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How, then, do you identify
the prospective honors students
in a non-traditional student
population? At the University of
Baltimore we have, since 1978,
had an honors program designed especially for returning
students who do not see
themselves as honors students
despite their 3.8+ GPA'S. We
would like to share our strategies for success in providing
honors education (described by
our students as "special ed for
big mouths") to bright, motivated adults.
Since our honors program is
dominated by non-traditional
students, it has had to be
designed to meet their needs.
First, of course, we have had to
learn what those needs are.
Non-traditional students would
not be so difficult to integrate
into traditional honors programs, nor so reluctant to join
honors programs in the first
place, if they did not differ in
important ways from their
traditional counterparts. The
first order of business is
discerning what those differences are.
First, even on a residential
campus, non- traditional
students generally do not live at
school. (An exception is
Gallaudet University.) They
cannot be part of an honors
community that lives on late
into the night and on the
weekends. It is natural that they
should feel alienated from a
group that not only attends
classes together but lives
together as well. Non-traditional
students have, for the most part,
already learned how to live
away from home and how to
share quarters with a relative
stranger, but part ofthe residentialleaming experience is to be
immersed in a public, communal environment with all sorts
of other people from different
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places, different backgrounds,
and different cultures, including
different value systems.
Working adults do have that
experience to some extent at
their jobs, but they go home to
relatively homogenous neighborhoods. School is not their
only world, not even their
primary world, and they miss
out on a lot.
Non-traditional students
have non-school priorities and
outside pressures that traditional
students rarely experience.
Many have spouses, most have
children, and virtually all are
employed at least part-time. You
can't postpone Halloween or
Rosh Hashanah for two days, or
miss your child's high school
graduation, because you have a
paper due. You can't study for
an exam when your two-yearold has an asthma attack and
you have to spend the evening
in the emergency room. You
don't get a vacation over
Thanksgiving if you're the one
cooking the turkey and entertaining the family. If your
employer sends you on a
business trip out of town, you
simply have to miss class. Nontraditional students may find
their whole semester derailed
because they suddenly have to
put an elderly parent in a
nursing home, or find a new job
because they've been laid off,
or care for a new baby, or cope
with a troubled teenager who
bitterly resents his mom's being
back in school. These students
have to maneuver within very
tight restraints and they
continually serve two or three
masters, none of them particularly flexible or forgiving. They
live with extraordinary stress all
the time, and they are prone to
combat fatigue. Why would
they add honors to an already
unbearable load?

The good news is that nontraditional honors students are
better at managing their time
than most people. They're good
at this juggling act. They know
how to organize their schedules
for maximum efficiency and
how to work smart. They accept
responsibility. If they take on
too much, which they invariably
do, they either manage what
they have undertaken or they
come in early to admit defeat
and to renegotiate due dates or
narrow the scope of a project.
They refuse to let the stress and
lack of time in their lives
interfere with the learning
process, so long as their desire
to learn is being satisfied rather
than thwarted. Like traditional
honors students, they are
persistent, not easily discouraged, and resolute about seeing
projects through. It is worth
noting that all three of the
NCHC's Portz Scholars for
1996 were over forty. So, how
can honors directors identify
prospective honors students in a
non- traditional student population? High school grades and
test scores are meaningless. The
key is early diagnosis by
teachers based on classroom
performance. Honors students
are quick learners. They can
analyze and synthesize. They
can see both sides of a question,
even when their sympathies lie
only in one direction, and they
express themselves eloquently.
They seldom see anything in
black and white, and they are
less prone to oversimplification
than traditional students. They
are relativistic in their thinking,
sometimes even dialectical.
Mine say to me: "Everything is
a gray area if you just look at it
long enough, or hard enough, or
from enough different angles."
They are perfectly willing to
challenge an instructor that they
feel is oversimplifying or
showing bias.
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The only problem with this
rosy picture is that many
prospective honors candidates
from among the non-traditional
population do not see them~
selves as intellectually gifted
(YarrisonlKohl, 1996). These
are not, after all, students who
were in the top 10% of their
graduating class. Many chose
to work or marry after high
school rather than going on to
college. If they did go to
college, they later dropped out
because they chose the wrong
school, or the wrong major, or
they had parents who pushed
them in a direction that was not
right for them. Many are
women or members of minority
groups. They see themselves as
academically disadvantaged and
in need of remediation, particularly in mathematics, and
perhaps to some extent they are.
Certain kinds of learning are
more difficult when you are
older. It is easier to memorize
huge quantities of information
when you are in your teens and
early twenties. But older
students' problem-solving skills
are far superior to those of
traditional-age students, so the
scales do balance.
For us, the most accurate
predictor of performance in
honors work is grade point
average-not the cumulative
average, but the average over
the last two or three semesters.
Yet it is very common for us to
approach a stUdent who is
transferring into the university
with a GPA of3.83 and have
her say, "Honors? You must be
kidding! I'm not smart enough
for honors." If traditional
honors students have confidence in anything, it is in their
ability to do well in school. Not
so these students. Their selfesteem is surprisingly low.
They don't realize how smart
they are until they see how well

they are doing in school this
time around as compared with
everyone else. Unfortunately,
that revelation comes to themand us-late in the game. They
may be juniors before it dawns
on them that it is no accident
that they have a 3.86 GPA. By
then, it may be too late for them
to enter an honors program.
How, then, does an institution
go about devising an honors
program for students like these?
Actually, devising the program
is easy. It is in implementation
where all the problems lie.
The most powerful constraint
on non-traditional honors
students is time. Time is a
constant; work increases
exponentially as motivation and
interest increase, and quality
plummets as work expands to
fill the time allotted to it. These
students are faced with the
same dilemma as graduate
students: Should I opt out
rather than settle for less than
my best work? Many do.
The most important component in an honors program for
grown-ups isflexibility. Ours is
an upper-division institution;
the students arrive two years
into their degrees and ready to
begin pre-professional studies
in their majors. We require that
all of our students take twelve
credits in an inter-disciplinary
core curriculum, so the first
element in the honors program
consists of honors sections of
core courses that are all teamtaught and are capped at 25
rather than 35 students.l They
need to take only two of the
four core courses in honors
sections, although they may
choose to take as many as four,
and they may take them in any
order that suits their schedules.
If they can begin in honors
by taking richer anq more
intense versions of courses they
will have to take anyway, they

are usually more willing to
enroll, and they quickly realize
the value of honors as part of
their total education. Then it is
easier to get them to enroll for
an honors seminar and to
complete the university honors
project. We, in return, offer
most of the honors courses at
night. It is much easier for our
day students to take an evening
class than it is for evening
students to come in the daytime.
We offer them on different days
each semester, in two-and-ahalf hour blocs, and at unpopular times to minimize the risk of
schedule conflicts.
We don't require that honors
students attend full time or that
they commit themselves to the
entire honors package. They
must complete the entire
twelve-hour program to receive
an honors degree, but they are
free to take only a course or two
if that is all they can handle.
We don't require that students
take the core courses before
enrolling for the seminar or
that the core courses be taken in
any particular order; in fact, it's
theoretically possible to
complete the entire program in
one semester. We offer, but
don't advertise, a contract
option for students who, despite
their best efforts, cannot fit the
right number and kind of
honors courses into their
schedules.
Our students are a highly
diverse group, not only demographically but in terms of their
calendars. They are taking as
many as five courses a semester
or as few as one. They are at
different points in the transfer
cycle; they bring in as few as 24
transfer credits or as many as
90. They are proceeding
through the university at
different rates: Some plan to
graduate in two calendar years;
others are on the extended plan
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and take one or two courses a
year for six to eight years. Our
students can come only at
certain times and on certain
days, and they have to fit in
honors courses around the
required courses in their major.
The more latitude we give them,
the more likely they are both to
enter and to complete the
program. We also tailor the
content of our offerings to the
particular interests of nontraditional students. They are
pragmatic and goal-oriented
(Gordon, 1983; Perrone, 1986),
so they sometimes need to be
shown how a course grounded
in critical thinking rather than in
subject matter benefits their
total program. Our students,
especially in the School of
Business, are more apt to enroll

that help our students enhance
and refine their problem-solving
skills by putting them to work
on tougher problems.
Our institutional mission,
and the slogan of our program,
is "professional applications of
the liberal arts." Therefore, we
insist that the topics for all
honors seminars be current,
challenging, germane to the
integration of liberal arts and
professional studies, and
generally of academic interest
to all students regardless of
their majors, and that they
permit a variety of both
disciplinary and cross-disciplinary approaches. Topics for
honors seminars here have
included "Power and Wealth in
the Twentieth Century"
(political science and econom-

because they are honors
students, they are more likely
than non-honors students to see
every topic as potentially
relevant to their education, but
we also like to steer instructors
away from topics that are of
academic, but not public
interest.
Because our students are
working adults, they have a
broader range of demographic
characteristics than a traditional, residential student
population. Their arrays of
needs, both career and personal
needs, are more complex and
more idiosyncratic than the
needs of students who do not
yet have lives outside the
educational system. For an
honors degree, we require that
they complete a university

"The most important component in an honors program for
grown-ups is flexibility.
for "World Cultures: Russia"
and "World Cultures: The Far
East" than "World Cultures:
Australia." ("World Cultures:
Australia" is a wildly popular
course here but is less obviously
linked to our pre-professional
curricula.) Another reason for
requiring only two core courses
in honors sections and for
rotating the topics of honors
seminars is to permit our
students to choose the courses
that best suit their total programs. If they want to, they can
elect to take the non-honors
section of "World Cultures:
Australia," a course offered by
one of the university's most
gifted teachers, and take an
honors section of something
else. One of the primary selling
points of our program is that it
"permits students to take the
lead in planning their own
education." We plan courses

ics); "Interpretation in Literature and the Law" (English and
jurisprudence); "The Civil
Rights Movement in Retrospect" (history and sociology);
"Mass Media, Crime, and
Literature" (communications
and criminal justice); 'Computer Piracy" (computer science
and criminal justice); "Language as Technology" (English
and computer science); and
"Copyright Law in the Information Age" Gurisprudence and
publications design). In the
seminar, "Seeing Is Believing:
Perception, Misperception, and
Judgment" (English and
psychology), students can look
at King Lear as a case study in
ethical decision-making,
examine the cognitive patterns
that translate perception into
behavior, and develop criteria
for ascertaining the value of
works of art. Fortunately,

honors project, but that project
may be any genre of project,
within or outside their majors,
that displays extraordinary
critical or creative thinking and
is of sufficient academic quality
to serve as a portfolio piece.
The honors project may be an
academic thesis, an exhibit, an
original laboratory experiment,
a software package, a video, or
a book manuscript. This kind of
flexibility is essential when
your students are at so many
different stages in their lives
and careers and have so many
different reasons for being in
school. Some may want to do a
project that gets them a
promotion or a new job; others
want to take advantage of the
opportunity to do creative work
that would be impossible in the
regular curriculum or at their
jobs. We let them playa major
role in planning their own
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program so that it will meet
their needs and so they will
own it.
Both our seminars and our
honors projects must be
carefully planned not only to
satisfy the needs of highachieving, highly-motivated
students who are paying for
their own education, but also to
satisfy employers who are
paying for their employees'
college degrees that their
money is being wisely and
appropriately spent. Often, even
though students and instructors
see a course as relevant,
companies do not.
To ensure that honors
students can receive full credit
for seminars and honors
projects, we cross-list all our
interdisciplinary courses in
specific disciplines and keep
current with the curricula in all
our undergraduate degree
programs so that students
taking an honors seminar can
receive credit for it as a major
requirement, a major elective,
or an outside requirement for
their degrees. Honors students
are always at risk of having to
go over 120 credits to fit the
honors courses in. Most will go
up to about six credits over
degree requirements before
balking, but their employers
may not be willing to pay for
the extra credits, even when
they are the clear beneficiaries
of the employee's superior
training. The university has had
to be willing to bend or waive
some of its own requirements in
some instances so that students
are not prevented from getting
full value for their tuition here.
Teachers have to be chosen
for our honors program very
carefully. The chief attraction
for instructors is that these
students can be an indescribable joy to teach. They have
longer attention spans and seem

prone to fewer in-class distractions than most students in
their late teens, and they have a
much greater appreciation of
complexity.
They are often more patient
than younger students, more
tolerant of mUltiple points of
view, more tactful, and more
adept at group discussion. They
know a great deal more than
traditional students, although
they don't know that they know
it. They have a rich diversity of
empirical knowledge about
group dynamics, human and
organizational behavior,
rhetoric and persuasion theory,
social institutions, history, child
development, and the aging
process. They may also have
extensive professional expertise
in nursing and health care
administration, management,
computer science, law enforcement, or education. Instructors
for honors courses need to feel
comfortable having students in
their classes who may be older
than they are and may well
know more than they do. Nontraditional students do not fear
that competing intellectually
with their classmates will ruin
their social life, and they
compete with instructors to
hone their argumentative and
reasoning skills. Instructors
who see such behavior as
threatening and rush to reassert
their classroom authority will
not be very successful with
these students. Non-traditional
honors students are not content
simply to be vessels into which
information is poured; they
want to engage their instructors
in debate-that, for them, is the
educational moment. It should
be the same for their teachers.
Non-traditional honors
students need to be treated with
respect. They approach their
schoolwork with the same care
with which they approach their

professions, and they need their
instructors' trust to do their
best. They need safety nets. If
they cannot meet a deadline
because the public schools
declared a snow day, they need
to have the deadline extended
without penalty. If they are
given such grace, they will
repay it with extra effort that
generally yields superior work.
They need reliable schedules
from instructors. If teachers
change due dates or add
assignments capriciously or
without sufficient notice, these
students may not be able to
adjust their delicately balanced
schedules to accommodate the
change. They need to be
allowed to budget their own
time. They need to be asked to
work with minimal direction
and given the primary responsibility for the quality of their
work. (For example, they need
to be allowed to control their
own research even when it is
going badly and the adviser can
see all too clearly what is going
wrong and how to correct it.) In
general, they need to have
relationships with their
instructors, their advisers, and
their honors directors that are
collegial rather than parental.
Non-traditional students also
need to be able to respect their
teachers. They often judge
faculty by criteria quite different from those used by traditional undergraduates and
closer to those used in the
workplace. They expect the
sociologist teaching "Marriage
and the Family" to be-or to
have been-married. They may
distrust faculty who wear dirty
jeans to class and sit on the
desk or consider such behavior
disrespectful to students,
whereas traditional students
may be quicker to see it as an
attempt to create a more
relaxed, more open classroom
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atmo.sphere. No.n-traditio.nal
students need to. feel that their
professo.rs take their educatio.n
as serio.usly as they do.. They
expect the faculty to. behave
professio.nally-to. ho.no.r
appo.intments, to. keep o.ffice
ho.urs, to. return wo.rk promptly,
and to. stick to. their syllabi.
They're no.t using an academic
mo.del o.f pro.fessio.nal behavio.r
because the wo.rkplace, no.t the
university, is their primary
wo.rld.
What do. no.n-traditio.nal
students need fro.m an ho.no.rs
pro.gram? They need, abo.ve all,
flexible admissio.ns criteria.
High scho.o.l grades and SAT/
ACT sco.res can be very
misleading if yo.u do. no.t recruit
directly fro.m high scho.o.l. We
have "wide entry/narro.w exit"
admissio.ns po.licy. We o.ffer
admissio.n auto.matically to. all
students entering with a 3.5
average Dr abo.ve and to. all
tho.se who. attain a 3.5 average
in their first semester. Mo.reo.ver, whatever yo.ur o.verall
grade Po.int average may be, if
yo.u want to. attempt the
pro.gram and a faculty member
reco.mmends yo.u, yo.u are in.
Whether yo.u can stay aflo.at is
up to. yo.u.
No.n-traditio.nal students also.
need easy articulatio.n. They
need ho.no.rs co.urses that will be
accepted at o.ther institutio.ns
and by graduate pro.grams and
emplo.yers. They canno.t affo.rd
to. do. ho.no.rs if it means they
must stay fo.r an extra semester.
They need latitude fo.r any
capsto.ne experience because
their go.als and ambitio.ns vary.
They need careful advising.
They are apt bo.th to. undervalue
themselves and to. take o.n to.o.
much wo.rk so. that their dire
predictio.ns o.f under-preparatio.n beco.me a self-fulfilling
prophecy. They tend to. be in
career programs with few
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electives, and they need to. use
tho.se electives wisely. Often,
they need jo.int advising fro.m
their academic departments and
the ho.no.rs program to. ensure
that their program will satisfy
everyo.ne's requirements.
Obvio.usly, this is very labo.rintensive fo.r the ho.no.rs
pro.gram's faculty and administrative staff.
They also. need wise advising abo.ut po.stgraduate cho.ices.
These students do. no.t have
their who.le lives ahead o.f them.
One o.f o.ur mo.st gifted students
repo.rts that she went back to.
scho.o.l because, when she to.ld a
co.lleague, "I'll still be in scho.o.l
when I'm 50," he respo.nded,
"Yo.u' II be 50 anyway. Might as
well have a degree." But
co.llege is o.ne thing; graduate
Dr pro.fessio.nal scho.o.l is quite
ano.ther. A do.cto.ral pro.gram
may no.t be an o.ptio.n fo.r a
student o.ver thirty if it will no.t
ultimately lead to. better
emplo.yment. No.n-traditio.nal
students may meet age discriminatio.n if they apply to.
graduate Dr professio.nal
scho.o.ls Dr if they invest
eno.rmo.us amo.unts o.f intellectual energy in, fo.r example,
propo.sals fo.r the NEH Y o.unger
Scho.lars Pro.gram, which is
clearly no.t intended to. benefit
co.llege so.pho.mo.res in their late
fo.rties, ho.wever brilliant their
pro.po.sed pro.jects may be.
They need interdisciplinary
co.urse wo.rk. The marketplace
into. which we are sending o.ur
graduates is an interdisciplinary o.ne. Twenty-first century
management requires a
kno.wledge o.fbo.th systems
analysis and human psycho.lo.gy. Public po.licy making
requires bo.th po.litical theo.ry
and statistics. Technical writing
requires training in bo.th
English and co.mputer science.
Engineering and urban plan-

ning require an awareness o.f
environmental science. To.day's
po.st-seco.ndary educatio.n is, all
to.o. clearly, advanced technical
training. Yet the problems o.ur
students will be asked to. so.lve
in their jo.bs and in their lives
are no.t narro.w, discipline-based
problems. No.n-traditio.nal
students seek no.t o.nly gro.unding in their disciplines but
co.mpetitive advantage. Interdisciplinary ho.no.rs wo.rk can
give them that.
No.n-traditio.nal ho.no.rs
students also. have so.cial needs
that can be met o.nly at scho.o.l.
They need a life o.f the mind
away fro.m their families and
their dead-end jo.bs. They need
o.ppo.rtunities to. participate in
university publicatio.ns such as
newspapers and literary
magazines Dr in educatio.nal
theatre. They need exciting
guest lectures, Sleeping Bag
seminars, field trips, and
o.ppo.rtunities to. attend co.nferences to. present their research.
They need space. Since they do.
no.t live o.n campus, they need a
place to. co.me to. drink co.ffee
and discuss the upco.ming
electio.n, Dr the pro.blems they
are having with their thesis
wo.rk, Dr the difficulty o.f getting
into. law scho.o.l with o.ther
students who. share their
ambitio.ns and their dreams.
Their families, ho.wever
suppo.rtive, are jealo.us o.f the
time they give to. their scho.o.lwo.rk. Their best academic
suppo.rt system is their fello.w
students.
What do.n't they need? They
do.n't need mandato.ry public
service or vo.lunteer wo.rk, but
they kno.w its value and can
make yo.unger students aware o.f
it. Mo.st no.n-traditio.nal
students, especially if they are
parents, are deeply invo.lved in
their co.mmunities. They are
Sunday Scho.o.l teachers, SCo.ut
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leaders, soccer coaches, and
officers in the PTA. Nor do they
need internships. They already
see the relevance of school to
life; that is why they are back in
school. But they can be an
invaluable asset in honors
programs sharing their experiences as volunteers with
traditional students.
They do not need freshman
colloquia that teach them how
to live away from home for the
first time. But they can teach
those colloquia. Non-traditional
honors students make wonderful peer advisers to their
younger classmates. They can
provide psychological and
academic counseling that is
more credible than the faculty's
and can give entering honors
students advice about such
matters as how to live with an
eating disorder or handle social
rejection that the younger
students would probably be
unwilling to accept if it came
from their parents. Nontraditional honors students do
not need programs that depend
on their willingness to study
away from their home campus.
As exciting as Honors Semesters are, most non-traditional
students cannot take advantage
of them without extraordinary
subsidies, for they must not
only pay the expenses of the
semester but also replace the
lost family income. But they do
need help from faculty in
applying for grants that might
permit them to participate in
such opportunities in the same
way that married graduate
students and young faculty do.
lt is axiomatic in honors
education that your program
must grow from and build on
the strengths of your institution.
At the University of Baltimore,
our institutional strength is
educating the non-traditional
student. That is comparatively

easy for us because, even in its
diversity, our student body is
relatively homogeneous.
Everybody is older; everybody
works; everybody has families.
This is the 90' s--everybody is
trying to stuff ten pounds of
activities into a five-pound bag
and wondering why, despite our
dedication and effort, we cannot
force everything in. At the
University of Baltimore, we
have been very successful with
a program that has uniform
requirements set up in such a
way that they can be customtailored to each student's
particular program and particular educational goals. That
places tremendous responsibility on the students, but then
these students are not brandnew novitiates in a huge,
unfamiliar convent. They've
been around; they can handle
responsibility. The products
they give us speak to the quality
of the process.
But for me, as an educator,
there are broader philosophical
questions at work here. What
does my institution's experience
tell us about the nature of
giftedness in adults? We defme
giftedness in children and
adolescents by the extent to
which they model adult
competencies. Gifted children
can read adult books, do higher
mathematics, prepare a science
fair project that resembles
professional-caliber research,
program computers, and do
statistical modeling. But when
everyone else catches up, the
same measures no longer apply.
All adults can read adult books.
It is not necessary that you
understand Immanuel Kant to
score at the adult level on a
Stanford Binet-if you are an
adult. I know a great deal about
French surrealism but I cannot
seem to learn how a carburetor
works.

The canon takes many
forms. Our society reveres
technical expertise in bridge
design and rewards it with
academic degrees; not so
technical expertise in coaching
professional football. We laugh
at Exercise Science as a pretend
degree, but many of us with
doctoral degrees cannot
understand the complex, highly
technical discussions among
people with high school
educations that precede the
NFL games every Sunday on
sports radio stations throughout
the country. How are we
measuring learning, or the
aptitude for it? The ability to
perform well in school should
not be our sole measure of
intelligence.
An important area for further
study, it seems to me, is the
nature and measurement of
intellectual superiority in
mature adults. Both gifted
adults and gifted adolescents
are quick learners and deep
thinkers. What sets them apart
from non-honors students is
their hunger for new information, their intrinsic motivation,
their ability to master tasks and
concepts after only one or two
repetitions, and their love of
learning for its own sake. These
are important qualities, not
only for success but for the
improvement of society in
general. If honors programs are
to reach out to students of all
ages, they must be built on
models that apply across the
border between immaturity and
maturity. They must be built
around characteristics that
unite honors students with one
another just as they unite
honors students with honors
faculty. We can start, perhaps,
with the credo in our brochure:
"For those for whom the value
of education is not measured in
dollars."
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Notes

Preliminary results of an interinstitutional survey by Betsy Yarrison
and Deborah Kohl of the University of
Baltimore, presented with Willis B.
Hayes at the 1996 NCHC Conference
in San Francisco, suggest that there
may be a number of significant
differences between traditional and
non-traditional students enrolled in
honors programs.
1

Park and Maisto (1984) found that
honors students enrolled in a small,
enriched psychology course achieved
significantly higher GPA's than
students in the control group with
equivalent predicted GPA'S.
2
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"{Wje define the excellence of colleges and universities on the basis of the characteristics of their students,
that is, the higher the average SAT score of entering students, the 'better' the institution, we falsely presume.
There is, however, no evidence that the education process which occurs between students and faCUlty at these
so-called 'better' institutions is indeed better." - Carol J. Guardo (1988)
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